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ABSTRACT
The purpose of this study was to assess the perceived training needs of foil-time
faculty working with adult learners. There were two survey instruments developed for
the study (i.e., one for administrators and another for faculty). Information on
demographics o f respondents, training areas for instructor’s development, preferred
training setting and preferred educational format for training were gathered by the
instrument. The variables under consideration included the following five sections:
interpersonal skills; instruction and curriculum; community college leadership policy;
culture, community and social issues and counseling adult learners. There was an openended question at the end of each section permitting written comments. Faculty and
administrators from five community colleges located in North Dakota and western
Minnesota participated in the study. A total of six administrators and 41 faculty
completed the surveys.
The results indicated a difference in perceptions of administrators and faculty
pertaining to faculty training needs in working with adult learners at community colleges.
The community colleges surveyed offered faculty development programs to the faculty in
the Fall 2002 semester. The administrator and faculty respondents to the survey indicated
the items that they felt were essential for faculty training.
Administrators and faculty were in disagreement on some of the training items
concerning instructional philosophy in the essential category o f the survey based on the
x

criteria of 10% difference or more between the administrators and faculty responses. The
resul ts of the survey indicated that the respondents agreed on the preferred format and the
training setting for faculty training programs.

xi

CHAPTER I
STATEMENT OF THE PROBLEM
In 2001, approximately 2.9 million adult learners 3L years and older were
attending community colleges across the United States (NCES, 2001). Because of
changes, including those driven by new technology and economic dislocations, adults are
enrolling in education programs to develop or change their career. In order to stay
current in their careers or to prepare for a different career, many adults have chosen to
enhance their skills through adult learning programs.
Adults attending community colleges are not merely older than traditional
students. They also include women, first-generation students, minorities, immigrants,
and reverse transfers from four-year institutions who enroll in community colleges and
place special demands on faculty (Block, 1991). These demands may include making
instruction relevant to the lives of adult learners; understanding developmental needs of
adults; and understanding sociocultural differences among students. As a result of these
new demands, full-time faculty at community colleges should consider programs of
professional development.
The environment and structure of higher education present unique challenges for
faculty that educate adult learners enrolled at community colleges. The faculty must
address both the academic and non-academic needs o f adult learners (Merriam & Clark,
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1991) and help adults who may be afraid to learn new skills or are doubtful o f their
abilities by structuring learning activities that promote development in various ways.
Adults have made a commitment to continuing education for themselves, and they
expect no less from the faculty. According to Alfano (1993), significant differences exist
among faculty regarding methods of educating adult learners at community colleges.
Additionally, Block (1991) stated little attention is given at community colleges to the
training needs of the faculty working with adults. This is because faculty in community
colleges are generally trained and experienced with working with traditional students,
ages 18 to 21 years old, but may not feel comfortable addressing the needs of adults over
the age o f 35. Because of the perceived lack of sufficient education and training
available for community college faculty, they may not feel adequately prepared to
address the academic and nonacademic needs of adult learners. Research is needed to
ensure chat community college faculty members have the knowledge base and skills
needed to work with adults.
Relevant Theory
By the beginning of World War II, adult educators had scientific evidence that
adults could learn and that they possessed interests and abilities that were different from
children (Knowles, 1984). Malcolm Knowles became known as the “apostle of
andragogy,” a philosophy of adult, learning. Andragogy is the art and science of helping
adults learn, and it recognizes that adults want: 1) to be responsible for their own lives
and learning; 2) bring experience to learning activities; 3) apply learning to real-life
situations; and 4) to be intrinsically motivated (Bell, 1989, p. 39). Some o f these
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characteristics are shared by traditional students. Knowles (1984) wrote that adult
learning programs must accommodate to the fundamental truth that adults are selfdirected and expect to be involved and take responsibility for decisions.
In a related view, Williamson (1989) suggests that although most college faculty
accept the notion that all students learn best from experience, traditional college
coursework is not typically designed to capitalize on learners’ prior experiences as would
be essential for adults. Thus, the problem for most community college faculty is
developing instructional strategies that create an effective learning environment for the
special needs of adults, based on the assertions of Knowles' theory o f andragogy.
Ac cording to Cross (1981), andragogy is probably closer to a theory of teaching
than to a theory of learning, since it consists largely of suggestions to teachers o f adults
about what they can do to help adults learn. As Gage (1972) explained,
A distinction can be made between theories of learning and theories of teaching.
While theories of learning deal with the ways in which an organism learns,
theories of teaching deal with the ways in which a person influences an organism
to learn, (p. 56)
According to Owens (1998), Maslow’s theory of needs lends support to this
study. Maslow states that human needs occur in a hierarchy (from most basic to highest)
physiological; safety; social affiliation; esteem; and self-actualization. Maslow believed
that people are motivated from within to realize their full growth potential with an
ultimate goal of self-actualization The lower four needs (physiological, safety, social
affiliation, and esteem) are called deficiency needs and until the deficiencies are met,
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people find it difficult to respond to a higher-order need. The higher-order need (selfactualization) is called a growth need and may never be fully met (Owens, 1998). In an
attempt to satisfy these needs, adults are attending community colleges, and faculty
should be prepared to help them meet these needs.
The theories of Knowles, Cross, and Masiow seem to support the assertion that
adults learn differently and by extension, that community college faculty need to
understand these differences to be effective with adult learners. The question is whether
community college faculty are aware of these differences and realize their own need for
special training.
Study Purpose
The purpose of this study was to assess the perceived training needs of full-time
faculty at five community colleges located in North Dakota and western Minnesota. The
study identifies the training needed by faculty as perceived by administrative personnel
(e.g., vice president and deans) and full-time faculty.
The researcher asked the following research questions, separated into descriptive
questions and comparative questions.
Research Questions

Descriptive Questions
1. What training opportunities were offered in the fall semester o f 2002 to foiltime faculty in order to help them provide academic and non-academic
services to adult learners at community colleges?
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2. What types of training (i.e., interpersonal skills, instruction and curriculum,
leadership programs, social issues, and counseling of adult learners) do
administrators identify as essential for full-time faculty at community colleges
to help them provide academic and non-academic services to adult learners?
3. What types of training (i.e., interpersonal skills, instruction and curriculum,
advising and counseling, and social issues) do full-time faculty at community
colleges identify as essential for providing academic and non-academic
services to adult learners?
4. What training settings (e.g., on-site, off-site) do hall-time faculty at
community colleges prefer when learning about providing academic and nonacademic services to adult learners?
5. What educational format (e.g., written self-instruction materials, video
presentations, conferences) do full-time faculty at community colleges prefer
when learning about providing academic and non-academic services to adult
learners?

Comparison Questions
6. Are there differences between administrator and full-time faculty perceptions
o f the training essential for providing academic and non-academic services to
adult learners at community colleges?
7. Are there differences between administrator and full-time faculty perceptions
of the training setting and educational format that full-time faculty prefer at
community colleges?
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8. Are full-time faculty being offered the training that they or administrators
think is needed?
Definitions of Terms
For the purpose of this study, the following definitions apply:
Academic counseling: refers to the guidance and counseling services provided by the
program and student affairs regarding academic instruction.
Academic instruction: refers to the academic coursework offered that leads to an
undergraduate degree.
Administrative staff: refers to the department chairs and coordinators responsible for
overseeing the program operations at the community college.
Adult learners: refers to adults over the age of 35 attending college (NCES, 2001).
Andragogv: refers to the art and science of helping adults learn (Knowles, 1981).
Career development: refers to the advancement in the general course chosen for a
person’s occupation.
Career transition: refers to the transformation in a person’s occupation through training
and development programs.
Community college: refers to a two-year college suited to the larger and ever-changing
civic, social, religious, and vocational needs of the entire community in which the college
is located (Cohen & Brawer, 1982).
Full-time faculty: one who has some responsibility for helping adults to learn while
providing services on a full-time basis (Knowles, 1970).
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Life-change events: refers to the events that change the life of an adult learner including
marriage, divorce, a new job, a promotion, being fired, retiring, losing a loved one and
moving to a new city.
Humanism: refers to a philosophy of reason and science in the pursuit of knowledge.
New majority: nontraditional student population at institutions of higher education
consisting o f women, first-generation students, minorities, immigrants, and reverse
transfer students enrolled part-time (Block, 1991).
Reverse transfers: refers to students that transfer from four-year institutions to
community colleges to pursue a degree.
Significance of the Study
This study may identify the training needed by community college faculty to
better address adults' learning needs as perceived by faculty and administrators. In
addition, the study may determine the preferred training settings and formats for
addressing the identified training needs. Community college leaders should be able to
use the information from the study to develop better training programs for faculty.
The economy in North Dakota and Minnesota is dependent upon knowledgeable
and skilled people. In order for the two states to develop economically, a skilled
workforce is needed to help existing and new businesses be successful. By having
community college faculty better trained to deal with adult students, area community
colleges may contribute more fully to the region’s economic development. Other groups
that may benefit from the results of this study are adult learners, North Dakota State
Board o f Higher Education, Minnesota State Colleges and Universities, taxpayers,
businesses and communities located in North Dakota and Minnesota.
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Limitations of the Study
Since the study participants were faculty and administrators at five community
colleges in a specific region in western Minnesota and North Dakota, the specific
findings about perceived staff training needs may be limited to those colleges and the
geographic region. However the methodology may be applicable to other regions.
Another limitation of the study may result from negative attitudes by faculty and
administrators at community colleges towards alternative faculty development programs
and the perceived threat of change. Respondents to the study may also feel that
alternative faculty development programs may encourage new programs that could
possibly result in ineffective teaching methods.
As with all research on humans, there is also a possibility that the study
participants interviewed will respond in a manner they feel will be preferred by the
administration of the community college. By responding in a way that is perceived by
the faculty as being acceptable to the administration, the study may not give an accurate
assessment of current and preferred training programs. The faculty may feel that
additional training would be a disruption and additional workload.
Additionally, the study focuses on what administrators and instructors perceive to
be essential training for educating adult learners. However, since adult learners were not
surveyed, their perception of the training instructors is not going to be reflected in the
study. Finally, the survey instrument may not cover all possible training topics based on
the current theory and research. Conversely, every effort has been made to include
essential content areas from reviewing appropriate theories, the research literature,
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interviewing field professionals, and conducting a content verification of the survey
which may minimize the limitations of the survey instrument.
The following delimitations are also noted for the purposes of this study:
1. There is no ability to randomize, manipulate control because the groups
already exist.
2. The data were gathered over a period of one month and therefore reflect
individuals assessment at a particular point in time.
3. The researcher mailed the surveys to faculty and administrators at five
community colleges selected for the study.
Assumptions
The following assumptions were made for the purposes of this study:
1. The participants in the study are assumed to answer accurately, honestly, and
openly to the Faculty Training Needs Assessment Survey, developed for this
study.
2. Full-time faculty could improve their teaching of adults if the principles of
andragogy were used.
3. Full-time faculty and administrators want faculty development programs in
order to work with adult learners.
4. Full-time faculty and administrators see adults as being different from
traditional students.
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Organization of the Study
This chapter serves as an introduction to the study by the inclusion of a brief
overview o f relevant theories, purpose of the study, research questions, definition of
terms, significance of the study, limitations of the study, and assumptions o f the study.
Chapter II contains an extensive review of literature related to the study. It focuses on
the history o f adult learners, administrators’ perceptions of faculty training needs at
community colleges and instructor’s perception o f training needs at community colleges.
Chapter III describes the methodology for the study. It includes the description of
the subjects, development of the instrument, survey method, and data analysis. Chapter
IV presents results from the survey and the results of statistical tests. Chapter V
summarizes the study and discuss conclusions and recommendations. The document also
includes appendices and a list of references.

CHAPTER II
REVIEW OF THE LITERATURE
The purpose of this chapter is to provide a review o f the literature and research
relating to the training needs for faculty at community colleges who instruct and advise
adults. To provide a foundation for this study, Chapter II reviews the literature in four
specific areas. The first section contains information on the history of adults attending
community colleges to aid in the understanding of teaching nontraditional students.
Second, demographics of adults will be discussed to delineate the characteristics of the
adults being taught by foil-time faculty at community colleges. Third, professional
attitudes o f educators toward educational delivery to adults is reviewed to demonstrate
the need for faculty training. Fourth, research on foil-time faculty development is be
discussed to further emphasize the essential nature o f faculty development.
History

Adult Learners
In the late 1940s, the veterans flooded college campuses as a result of the United
States government providing assistance for attending college. The enactment of the
Services Adjustment Act brought thousands of veterans into daytime collegiate programs
as both a reward for military service and a way to ensure that veterans would return to the
workforce as productive, contributing citizens.
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Since the late 1940s, nontraditional students (e.g., ages 35 and older) have
changed the focus of the curriculum, enrollment, and goals of institutions of higher
education. For example, adults are also enrolled in traditional undergraduate programs
for reasons of expediency, interests, access, and time considerations. As post-secondary
institutions became more responsive to adult continuing-education needs beyond the
baccalaureate degree, the “new market” of learners grew rapidly (Kasworm, 1980). This
market consisted of adults of all ages located in all regions of the country, who sought a
chance to obtain the benefits that further education could offer.
The "new market" of adults grew for another reason: the American population
was aging. According to Gilley and Hawkes (1989), curriculum at American colleges
and universities historically focused on the younger adult, 16 to 25 years in age. In 1970,
the median age of enrollees was 27; by 1990 it was over 34; and by the year 2002 it was
over 39 (Gilley & Hawkes, p. 34).
During the twentieth century in America, the new market also grew as a result of
the growing college enrollment of women, reflecting the changing social and economic
roles o f women. Tittle and Denker (1980) wrote that between 1909 and 1940 the number
o f women undergraduate students rose from 36% to 40% of total enrollment in the
undergraduate degree programs, and that this number declined after World War II.
However, with the social and cultural changes of the 1960s and 1970s, increasing
numbers o f women over the age of 35 began to enter college (Coccia, p. 10). As women
moved out o f the home and into the job market, many returned to the classroom to
acquire job skills or upgrade skills that had become obsolete. The population of women
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students became known as "re-entry women," and the adult education literature focused
on the needs and motivations that set them apart from traditional-age college students
(Coccia, 1997).
According to the National Center for Education Statistics (2002), in the year 2000
women comprised 56.3 percent of the enrollment in institutions o f higher education.
Certainly, the growth in women participating in higher education may be a function of
several changes, such as the pressure for equal opportunity and the changing roles of
working women.
Adults Returning to Community Colleges
Economic and cultural changes in society, technological and organizational
changes in the workplace, and changes in business operations are encouraging adults to
return to school. Adding to these external changes are internal changes in an adult’s
personal needs, values, and life events (Merriam & Clark, 1991). Changing career and
leisure expectations and increasing technological obsolescence have stimulated the
interest and desire for adults to seek out undergraduate programs as a way to progress in
their career, enrich their personal lives, and make changes in their careers (Kasworm,
1980; Rada, 1980). Many adults who had their career and personal lives planned all the
way to retirement found those plans no longer viable and hoped that college would help
them revise their career expectations.
Adults may also seek career change because their initial career was not their first
choice, their original aspirations were not met, there is insufficient time f ir other life
roles, or the present career is incongruent with their new interests. Whether the change is
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voluntary or involuntary, people experien ce a variety of emotions such as fear, anxiety, or
a sense o f loss (Leibowitz & Lea, 1985).
Adult learners seek out educational opportunities to cope with specific life-change
events. For many adult students, beginning or resuming college wonc is a major decision,
a decision made after much worry (Aronson, Hansen & Nerney, 1996). Some of the
more frequent challenges faced by adults while attending college include working at a
new job, being terminated, handling family obligations or facing financial burdens.
When life-change events accumulate, the motivation to cope with change through
education increases (Zemke, 1981; Merriam & Clark, 1991). Faculty can help adults
confront the fear of attending college by reinforcing the fact that all students, regardless
of age, experience fearful discomfort when beginning new academic ventures (Jeffers,
1987).
Description of Adult Learners
The United States is becoming a nation of adults. According to Golladay (1976),
young people have been a disproportionate segment of the population o f the United
States. With the exception of the World War II years, children under the age of 15 have
always been the largest single age group in the nation. According to the United States
Bureau o f Census (2000), in the year 2005, over 55% of the population in the United
States will be 35 or older.
Hazard (1983) suggests that traditional students attending institutions of higher
education have been defined as white, middle class, 18-24 years old, and adequately
prepared for coliege-level academic work. In the year 2000 according to the National
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Center o f Education Statistics, nontraditional students comprise 18.6 percent of all
students and they are married, have children, and are over the age of 35. According to
White (1980), nontraditional students can also be described as:
1. financially independent of parents;
2. largely responsible for him or herself, and frequently directly responsible for
the well being of others;
3. perceived by others as generally fulfilling several roles of typical mature
adults in our society; and
4. someone who perceives formal educational activity as only one of several
competing priorities (p. 15).
Adult learners appear to be concerned about the development of other aspects of
their lives - the emotional, the interpersonal, the physical, the spiritual, and the social.
Recognition is growing that adult learners differ in capabilities, skills and styles and have
a need for educational programs tailored to suit, individual differences (Ostar, 1981).
Adult Learning Barriers
According to Cross (1981), barriers tc adult learning include situational barriers
(those arising from one’s personal life situation at a given time), institutional barriers
(formal practices and procedures that discourage adults from participating in educational
activities), and dispositional barriers (attitudes and self-perceptions about oneself as a
learner). Fear can come into play within each of these contextual barriers, but it plays a
primary role from the dispositional viewpoint. Because fear can affect our attitudes
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toward ourselves and toward our environment, it can stymie a successful academic
experience.
Fear management is a particularly important coping strategy for adult learners to
master. Fears must be faced before other issues or learning can be addressed. Fear has a
proportional relationship to attitude of the adult learner, and attitude is in turn
proportionally related to an adult’s motivation within the learning environment
(Wlodkowski, 1993). Some adults are so overcome by their fears that they never face
new challenges, some succumb to pitfalls while engaged in the educational process, while
others are able to push beyond their fears and persevere toward academic success.
Challenges of Working With Adult Learners
Full-time faculty at community colleges have a challenging task in meeting the
unique needs of adults. The major challenge for those working with adult learners is how
to assist in the transition from old patterns to new, so that the journey is as successful as
possible. Additional challenges for faculty include increasing and sustaining student
motivation, using multiple strategies to address the diverse needs of the students served,
accommodating learners with various learning styles, and providing informal counseling
fcr the unique needs of adult learners (Giroux, 1989).
Much of adult education literature addresses the needs and motivation of adults,
although little has been done to distinguish between those who enter education
voluntarily from those who feel forced or are mandated into educational programs.
Whereas social and psychological professions adjusted to providing services tc
involuntary participants, higher education may not yet realize that some students are
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immensely reluctant or afraid to be there. As welfare-to-work reforms dictate education
and training as the solution to a dependence on social welfare, more students are
enrolling in community college programs involuntarily (Coccia, 1997).
Educational Delivery

Theory o f Andragogy
Early adult learning theory developed by educators such as Malcolm Knowles,
Cyril Houle, and Allen Tough focused on the adult’s need for self-directed learning. This
theory argued that adults naturally engage in learning projects that they plan and execute
themselves. Formal educational settings should build on adult self-direction by down
playing the authority role of the teacher and enabling students to generate learning
contracts negotiated with the teacher (Aronson, Hansen & Nerney, 1996). Since time is
at a premium for today’s adults, they are looking for efficiency in presentation as well as
quality in content to meet their educational needs (Block, 1991). Therefore, faculty
should remain current in their disciplines and have the skills to convey their expertise
effectively to adult learners (Block, 1991).
Malcolm Knowles (1970) introduced the term andragogy in his writings.
Andragogy is a concept that has evolved over time and Knowles began by differentiating
andragogy from pedagogy. Andragogy is student-centered and learner-directed, based on
a concept o f the instructor as guide, coach, or facilitator assisting another adult (Uehling,
1996). Cross (1981) writes that andragogy is more a theory o f teaching than it is a theory
o f learning. While this distinction is interesting, it may not substantially affect a study on
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what faculty need to know to be able to teach adults and to have those adults succeed in
college.
Knowles (1974) viewed andragogy as a separate and distinct theory of education.
Contrasted with traditional pedagogy, andragogy encompasses different goals,
assumptions, and practices. Andragogy as a theory of adult learning is based on two
premises: 1) adult learners have a clear perspective of their needs and 2) meaningful
learning occurs maximally for adults only when their life experiences can be
accommodated in the instruction they receive (Lam, 1982). This theory also
characterizes John Dewey’s work in the area of education. The basic premise of the
learner-centered approach proposed by andragogy rests a great deal on the cognitive
maturity o f adult learners. Where adult learners are lacking in formal education, they
prefer a learning style and environment more structured than ones that are more
complicated (Perry, 1970).
When the schedule that adult students must often keep is combined with
educational expectations, they may display little patience for activities that do not seem
practical or justified. The students may grant the instructor more authority than
traditional students and even if they are somewhat suspicious about the value o f a
particular activity, they may still participate (Aronson, Hansen, & Nemey, 1996).
Knowles (1984) amplifies the distinction between pedagogy and andragogy
according to six assumptions about learners:
1. The need to know;
2. The learner’s self-concept;
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3. The role of experience;
4. Readiness to learn,
5. Orientation to learning; and
6. Motivation (pp. 53-54).
t he andragogical assumption that adults want to know what they are being taught and
why requires that instructors present students with rationales for methods of getting
started, collaborative revision, error analysis and for any skill or strategy o f which
instructors think highly enough to teach. The second assumption is that adults are
responsible and self-directed, and it is the instructor’s role to create a situation where
discovery and the self-direction it generates can flourish. In the third assumption,
Knowles has argued that adults define themselves by their experience as worker, spouse,
and parent. The fourth assumption, that adults’ readiness to learn grows out o f practical
need, suggests that instruction should be purposive and functional.
According to Uehling (1996) the andragogical assumption that learning should be
task or problem-centered rather than subject-centered fits with several practices already
mentioned: valuing life experience, beginning with the life problem o f the transition to
college, and offering practical assistance in acquiring the writing and reading skills
necessary for college. The final assumption is that motivation to learn is internal and not
inordinately based on external factors like grades. Alanen (1978) quotes Knowles on
andragogy and makes the following additional points:
1. A sa person matures, the student experiences a change of self-concept from a
condition of dependency to a condition of self-direction;
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2. The adult learner accumulates a reservoir of experience and becomes a
resource for learning;
3. The student’s readiness to learn is directed toward developmental tasks and
social roles; and
4. The time perspective oi me adult changes fro a:

of postponed applic

of knowledge to immediacy of application (p. 7).
Knowles (1970), by affirming the Maslovian concept of self-actuaiization, has
further grounded andragogy in the currents of humanism. The adult educator with a
humanist orientation believes self-evaluation is a meaningful test to determine if learning
has occurred (Wislock, 1991). The intent of Malcolm Knowles in introducing his theory
to modern educators was to force educators to change outmoded institutions of schooling
(Boyer, 1984).
As applied to adult learning, Knowles (1970) promotes the concept of lifelong
learning as the goal of education and regards wholistic learning as the most valid learning
ideal. Knowles (1970), in discussing the nature of the andragogical approach applied to
education, has summarized the main characteristics of such adult learners as:
1. being self-directed in learning;
2. using their experience as a resource for learning;
3. ready to learn tasks associated with social roles; and
4. problem-centered rather than a subject-centered orientation to learning (p. 62).
Three additional characteristics of adult learners are identified which have
implications for the future of higher education. The first characteristic is that adult
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learners want to move ahead in areas that have meaning for them, be this on the job or
family or community work. The second is adult learners want to build upon what they
already know (White, 1980). The final characteristic is that aduit learners want to learn
at times and places that are convenient for them. Indeed, it is becoming clearer that some
traditional students have the same three characteristics that adult learners possess (White,
1980). These characteristics indicate the direction and movement that higher education
must accommodate for adult learners.
According to Taylor and Kaye (1986), researchers cited in a variety o f different
sources report a diversity of motivations, orientations to study, and learning strategies
among adults. This research suggests that tightly structured and paced courses may be
unsuited to many learners, and inappropriate for a course in which many students would
have relevant personal knowledge and insights to contribute. The study by Taylor and
Kaye (1986) suggests that the faculty might wish to adopt flexible approaches to the use
o f various course materials. According to Rada (1980, p. 3), the andragogical model
defines the faculty member as two-fold. The faculty is viewed primarily as a facilitator
o f learning and also as a content resource. Whatever content the faculty member
possesses would be made available to learners, and it is understood that there are many
other resources than the teacher or material provided to the adult learner.
According to Knowles, “Learners are not to be viewed as acquiring information
for information’s sake, nor for externally imposed structures or authority, nor in the
sterile intellectual fashion often expected. Rather, the primary direction of education
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must be realigned to focus on the changing nature of the world and human experience”
(Boyer, 1984, p. 19). Knowles (1984) wrote:
I visualize that the learner would be gradually weaned away from the perception
that he is engaged in schooling, and that when he has acquired the skills of
learning appropriate to his aspirations, the will come to see himself as a selfdirected learner. There will be no such thing as graduation. There will be no such
thing as adult education. There will only be lifelong education, (p. 168)
In addressing lifelong learning, adult learning programs should provide as much choice
as possible in the availability and organization o f learning programs (Cross, 1981).
Culture, Community an d Social Issues f o r Community Colleges

The Commission on the Future of Community Colleges (1989) reaffirmed that
teaching and learning remain the primary mission of community colleges and that
community colleges are striving to become learning communities. The heartbeat of the
learning community is an energized, involved faculty (Gratton, 1989). According to the
United States Labor Secretary Robert Reich, community colleges play an essential role in
training and retraining out-of-work Americans (Reinhard, 1994). Because of their small
size and lack of tradition compared with 4-year and research-oriented institutions,
community colleges have developed a reputation for being able to change more
frequently and easily in adapting to new clients and programs (Cohen & Brawer, 1989).
Therefore, to contribute to economic development, community colleges respond to a
universe o f community needs, from business assistance to cultural programming.
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With many schools facing shrinking state funds for highc. uuucation, corporatesponsored training programs generate much-needed cash for community colleges and
adult learning programs. According to Therrien (1993), companies often find that
community colleges are the best value for the money. Therefore, companies encourage
and reward employees for seeking additional education and improving their skills
(Jordan, 1990). Some community colleges have formed partnerships with business to
deliver adult education in response to industry training needs. Development programs
are needed to prepare faculty to work with adults in corporate-sponsored training
programs. Broome Community College in Binghamton, New York, has long provided
long and short term training, workshops, seminars, and credit courses for regional
companies and forged ongoing partnerships with local businesses (Beston,1994). The
Washington State Employment Security Department and Columbia Basin Community
College have been partners in delivering training, education, and re-employment services
at the Re-Employment Opportunity Center in Kennewick, Washington (Mann, 1995).
The center provides retraining, readjustment, and placement services. Workers
participate in a 20 - 40 hour classroom activity delivered by community college staff that
includes career assessment and planning, job seeking skills, personal support, and
personal assessment and planning (Mann, 1995).
Technological innovation has delivered instructional opportunities to those
students unable to attend the traditional campus setting. Distance learning technology at
community colleges makes it possible to deliver courses via technology to individuals
seeking college degrees. Distance learning has emerged in response to external demands
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placed on the faculty by the students professional and personal needs, or those placed at
higher levels within the university organizational structure (Hackmann, 1991). Distance
learning is just one of the reasons for faculty development programs at community
colleges.
Professional Development of Faculty
D evelopm ent Strategies

The changing needs of student populations often motivate community college
faculty development programs. Formal and informal faculty development efforts have
occurred in many community colleges since their inception. Faculty will always need
retraining and upgrading in teaching methods to be current in educational delivery. Early
efforts focused less on faculty development and more on periodic in-service training
similar to programs used in K-12 systems. Currently, formal faculty development
programs encompass a range of strategies from simple one-purpose publications to
multiyear consortia goals (Alfano, 1993). Some institutions of higher education have
used courses and workshops based on the principles o f adult education to train faculty for
working with adult learners.
Gratton (1989) states that successful programs for faculty development are
characterized by high faculty involvement, feelings of ownership, increased colleague
support, shared goals, and renewed commitment to teaching and learning. Successful
programs stretch faculty to see beyond their own individual growth and to understand
their impact on students and the institution. Gratton (1989) reported that her study
showed faculty perceived strong and meaningful relationships between professional
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development and their instructional effectiveness and personal growth. In the study to
perceived barriers to professional development, faculty clearly identified insufficient time
and money as the dominant limiting and draining factors. Paperwork, meetings, and
workloads were cited frequently as time-consuming and energy-draining activities.
In the study conducted by Gratton (1989) at Mt. Hood Community College, she
wrote that the faculty wanted to be the best they could be out of love for their discipline
and commitment to students. Faculty members desired an environment that supports
professional achievement and a support system. Faculty members stated that they want
teaching-learning communities and wished to have ownership of their professional
destiny. These statemerus are not unlike the needs of all adult learners, as already
discussed.
Community college decision-makers view faculty development programs as an
economically viable way to improve institutional outcomes and maintain institutional
integrity. Coll (1991) calls for channeling the pressures of budget constraints, mission
confusion, student diversity, and changing faculty needs into formalized faculty
development. Lewis (1994) writes that successful programs provide a minimum amount
o f lecture and were non-threatening to participants including workshops that have
emphasized variety: videotapes, case studies, modeling, role-playing, group processing
and experiential exercises. Abundant handout materials are usually associated with each
workshop. In faculty development programs, one method that is important to team
building is the use of self-discovery instruments. These instruments include the Myers-
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Briggs Type Indicator, the Fundamental Interpersonal Relations Orientation-Behavior,
and the Kirton Adaption-Innovation Inventory (Lewis, 1994).
O bstacles f o r Professional D evelopm ent

According to Gratton (1989), issues of faculty professional development have
often been overlooked as community colleges focus on revenue acquisition, new
programs, marketing, student outcomes, and strategic planning. Faculty development
needs to be addressed at community colleges since teaching is somewhat restrictive in
terms o f advancement and variety o f curriculum as set by two-year programs and lowerdivision college transfer work. Because o f these restrictions, community college faculty
may not have the opportunity for professional growth available to them.
There are many factors affecting faculty at community colleges including heavy
teaching loads, lack of variety in teaching assignments and feeling “out of touch” with
technical, career, and academic developments in chosen fields (Gratton, 1989;
Giroux, 1989). Rice (1985) described dispirited faculty as an institutional problem of
major proportion because academic institutions depend directly on a vital dynamic staff
to accomplish educational missions.
As noted by Bland and Schmitz (1988), faculty development at community
colleges is linked to organizational mission and organizational effectiveness. The
challenge to an educational institution is to understand and strengthen that linkage.
Organizational development theories and techniques for learning could provide an
effective way for the design of faculty development programs. There are a number of
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general goals for professional development programs at community colleges:
organizational effectiveness, teaching effectiveness and faculty development.
In looking at organizational effectiveness, Gaff (1975) emphasized the need for
renewal in teaching and learning. He proposed three approaches: faculty development,
instructional development, and organizational development. All three are needed to
create a more effective environment, improve interpersonal relationships, strengthen team
and group functions, and create processes to support teaching and learning. Gaff (1975)
also encouraged effective development for faculty as a way of heightening self-awareness
about personal assumptions, values, and beliefs. Wuister and McCartney (1980) noted
that focus on development creates potential for a “new congruence” between the values,
goals and professional identity of individual faculty and the values, goals and basic
mission o f institutions (p. 15).
Many development programs focus on improving teaching. Approaches include
year-long, focused programs of skill training and classroom observation and assessment,
the production of resource guides, and one-day workshops profiling student learning and
model teaching strategies. Most faculty and staff development programs aimed at
teaching improvement is a mix of many approaches. Faculty development programs such
as the plan at American River College consists of workshops on classroom research, how
to work with small groups, student involvement, computer training, teachers’ retreat and
visits to other institutions (McCuen, 1991).
According to Jordan (1990), steps to better teaching are being honest with selfassessment; seeking input; making choices; ongoing improvement of instruction; and
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seeking input about alterations to teaching style (p. 5). Murray (1991) conducted a study
at Saint Petersburg Junior College to develop strategies for coping with aging faculty and
Alfano (1993) summarized how to develop strategies for coping with aging faculty from
the survey conducted by Murray.
Recommendations included initiating workshops and seminars to deal with issues
particularly relevant to aging faculty, liberalization of sabbatical leave to allow
faculty to continue to enhance their education, and specific strategies to prevent
faculty burnout, recruit quality replacements as needed, and offset mass
retirements. (Murray, 1991, p. 70)
Unless the faculty identify with the need for development, no amount of
programming or resources may help them improve their teaching of adults. Even with
limited training programs, if faculty believe in professional development, then the faculty
will be motivated to learn.
Institutions commit to assisting faculty development by giving significant
resources including funding for the program and allowing faculty time from their duties
to participate. Reasons for a lack of training of faculty can be related to training resources
(Block, 1991). The degree to which an institution is philosophically committed to faculty
development will be directly proportionate to the improvement of academic quality
within it (Meyer, 1994).
An institution needs to articulate principles and programs for effective faculty
development programs to occur. According to Covey (1992), there are ten principles
behind faculty development efforts.
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1. Clear Purpose: Individual faculty development must be consistent with the
statement of mission.
2. Flexibility: With adequate freedom, each faculty member can evolve and
grow.
3. Wholistic Balance: The whole person must be involved in the developmental
process.
4. Measurable Goals: With measurable goals, faculty development can
accomplish what is significant.
5. Creativity: When dreams are cultivated, innovation and experimentation
results.
6. Cooperation: The faculty grows collectively and individually.
7. Ownership: If faculty are involved in the design they will accept it.
8. Accountability: The faculty should be held accountable for performance.
9. Relevance: Faculty development must keep faculty relevant.
10. Reward: Faculty development must somehow be rewarded (p. 97).
Lang (1988) wrote that specific characteristics of successful faculty development
programs are numerous. Careful and complete planning is essential. Effective
collaboration of faculty and administrators must take place. Faculty ownership must
include the involvement of many faculty in planning and implementation which assures
that faculty are responsible for their own professional growth. Non-threatening
approaches increase commitment to teaching by faculty and administrators. The use of
non-threatening approaches enables the faculty to concentrate on learning the delivery of
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effective teaching methods. The faculty development program should be visible on
campus for both faculty and students and by making the program visible, interest in the
program will increase. The program should be sensitive to time pressures, include
activities that result in tangible changes that improve student learning and facilitate
collegial communication and interaction. Importantly, the program should provide
opportunities for the faculty to focus on professional growth to benefit students.
An important step in the design of a faculty development program is to assess
faculty needs and interests. In a survey of college faculty conducted by Conner (1987),
four needs were identified: a) time to develop activities; b) opportunities to talk with
other teachers with similar activities; c) a resource center with consultation available
upon request; and d) a support system of peer consultation for learning classroom
strategies. The interviewees emphasized the use of non-threatening approaches such as
special interest groups; one-to-one study with peers; and follow-up opportunities with
internal and external experts. According to Lang and Conner (1988), another important
step in the design of a faculty development program is to gather information on the
background characteristics of the faculty.
Effective programs for faculty development include producing a resource
handbook for instructors. One example from the Community College of Vermont (1992)
is a handbook that has four sections. Section one lists available resources for faculty
development programs. Section two presented successful approaches to teaching adults
and an overview o f adult learning theory. Section three provided guidance on course
planning, including developing learning objectives, selecting textbooks, planning
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teaching and learning methods and classroom assessment. Section four presented
strategies for classroom presentation and dealing with student problems.
According to Alfano (1993), some community colleges use the evaluation process
to assess the effectiveness of faculty training programs. Two types of evaluation used by
the facilitators are group discussion and written comments (Foster, 1987). This system
includes identification of educational goals, assessment of strengths to be supported, and
determination o f areas that need improvement. Peer coaching can also be a part of the
evaluation process. Peer coaching may initiate a non-threatening environment combined
with a complementary staff development program based on the Minor-Preston model.
This peer-coaching model allows instructors to receive direct instruction from expert
colleagues and to keep faculty expertise from being lost to the college (Minor & Preston,
1991).
F aculty D evelopm ent Program s

Some faculty development programs focus on curriculum development and
maintain linkages with industry. Linkages with industry benefit both business and
faculty in that contacts are established for future employers o f students and managers of
industry advises on the college curricula. Another approach to community college
faculty development is to promote the faculty’s ability to go beyond basic teaching skills
and to develop themselves as professionals in their fields and in their colleges.
All too often, community college faculty have heavy teaching loads, a high
number o f adjunct faculty numbers, varied scheduling and commutes. Therefore, full
time faculty infrequently participate in a collegial environment with their peers. As a
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result, faculty may barely become acquainted with their department chair and some
fellow department faculty (Lawson, 1994). In response to this problem, forums where
faculty and staff can share innovative instructional strategies and have an opportunity to
talk with one another about their work having value. Some community colleges have
established improved linkages with nearby universities to benefit both student transfer
and faculty development (Alfano, 1993).
What may be obvious from this review of literature is the lack o f formal studies of
faculty development programs. The studies discussed in the literature review include
those conducted at Mt. Hood Community College, St. Petersburg Junior College and the
Community College of Vermont. It is surprising that given the number of faculty
development programs that exist (potentially as high as one for every college in the
United States), so few studies exist.
Many of the articles reviewed have been based on the author's experiences with
faculty development or an evaluation o f a specific program. These articles likely present
valid insights into what works well (or not), but they are not usually the result of more
classic research design. Such studies, while valuable, are not generalizable to a greater
audience.
Conclusion
Today’s community colleges are complex and self-sufficient, striving to adapt to
increasingly diverse societal demands in ways that are frequently unclear and reactive.
With the declining numbers of traditional students, colleges have been required to adjust
to the needs of greater numbers of adult learners. There is an overwhelming need for
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system wide planning, coordination, and cooperation for the development of the colleges’
most important resources, its people. Consequently, career retraining programs for these
adults have demanded r.^w and flexible responses from the colleges.
If community colleges are to provide relevant training to adults, they must
demonstrate the programs of human resource development that they promote to their
communities. For this reason, there is an overwhelming need for system wide planning,
coordination, and cooperation for the development of the colleges’ faculty.
The environment and structure of community colleges makes them unique in
addressing the educational challenges of adults. Research indicates that extensive
differences exist in methods used to meet the educational needs of adults. Therefore,
full-time faculty at community colleges play an integral part in ensuring that adults
benefit from education. However, little research has been given to the training needs of
the faculty who provide academic services to meet the needs of adults. Hence, given the
importance o f persons providing the curricula in community colleges, it is clear that there
is a definite need to ensure that full-time faculty must be prepared not only as instructors,
but as instructors that are trained specifically to deliver the kind of education essential in
meeting the needs of adults.
Chapter III will outline the methodology for a study of faculty and administrators
in community colleges and their assessment of the training faculty need to teach the
growing number of adults.

CHAPTER III
METHODOLOGY
This study used a survey method to identify faculty training needs and the extent
o f that need. The data were analyzed by descriptive statistics. Gay (1996) stated that
quantitative research involves the collection of numerical data to test hypotheses, predict,
and control phenomena of interest. Quantitative researchers also seek to establish
relationships and explain causes of changes in measured social facts by using an
established set of procedures and steps (McMillan & Schumacher, 1989), In this study,
the quantitative approach measures the needs for working with adult learners at
community colleges through the use of surveys on faculty and administrator’s perception
of full-time faculty training. The study used content analysis for the open-ended
questions in the survey.
Respondents
A total o f 34 community colleges are located in North Dakota and western
Minnesota. Of these, five community colleges (three in North Dakota, two in western
Minnesota) were included in the sample based on similarities o f mission and student
population makeup. The faculty surveyed were in: Lake Region State College, Northland
Community and Technical College, Bismarck State College, Williston State College, and
Fergus Falls Community College. The criteria for the survey required that the enrollment
at the community colleges selected included adult learners and was located in North
34
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Dakota and western Minnesota. Additionally, two criteria were imposed in order for a
community college to be included in the study. First, each community college had to be
accredited by the North Central Association of Colleges and Schools. Second, each
community college had to receive funds from the state.
There are a total of 20 administrators (i.e., deans and vice presidents) and 295
full-time faculty in the five community colleges that met the requirements of this study
(See Table 1). The survey participants consisted of 20 full-time faculty chosen randomly
from each community college. The survey was distributed to all 20 administrators from
the community colleges that met the criteria of the study.
Table 1
Survey Participants
Community College

Administrators

Faculty

Total Surveys

Bismarck State College
Bismarck, ND

6

20

26

Fergus Falls Community College
Fergus Falls, MN

3

20

23

Lake Region State College
Devils Lake, ND

3

20

23

Northland Community and
Technical College
Thief River Falls, MN

5

20

25

Williston State College
Williston, ND

3

20

23

Total

20

100

120
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Instrument Development
Two survey instruments (i.e., one for administrators and another for faculty) were
developed. The instruments are reproduced in the Appendices (see Appendices C and
D). The survey for administrators and faculty requested information on demographics of
respondents, training areas for instructor’s development, preferred training setting and
preferred educational format for training. The survey items were developed based on a
review of the literature and a survey used by Dr. Tammy Lynn Baily Blahy in her
dissertation (see Tables 2 and 3). A cover letter providing derails on the study
accompanies the survey. The survey format was modeled from one developed by Dr.
Tammy Lynn Bailey Blahy (see Appendix A).
Variables
The variables under consideration for the perceived faculty training needs
included five sections. The first is interpersonal skills, a categorical variable with eight
areas (i.e., using life/work experiences in the classroom, effective communication with
adult learners, effective communication with community members, establishing a caring
environment, handling conflict in the classroom, understanding aging processes,
developing communication skills o f adult learners, using cooperative learning in the
classroom, and other). The second section is instruction and curriculum, a categorical
variable with 12 areas (i.e., alternative forms of assessment, adapting instruction to meet
individual needs, making instruction relevant to the lives of adult learners, developing
multicultural curricula, integrating curricula and social skills, student problem solving
strategies, adapting classroom to accommodate various learning styles, developing
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Table 2
Administrator Questionnaire Development

Item Area

References

Survey o f
Administrators

Personal Demographics
o f Administrators

General Information;
Bailey, 1999
Kasworm, 1980

Part I, Section I,
#l-#5

General Information on
Faculty Teaching

Bailey, 1999
Knowles, 1970
Rada, 1980

Part I, Section II,
#l-#2

Training Categories and
Items

Bailey, 1999
Knowles, 1970
Rada, 1980

Part I, Section III,
Category 1-5

Preferred Training Setting
and Educational Format

Bailey, 1999
Gratton, 1989
Rada, 1980

Part I, Section IV,
#la,b;#2a-d; #3a-d

Table 3
Faculty Questionnaire Development
Survey of
Administrators

Item Area

References

Personal Demographics
of Faculty

General Information;
Bailey, 1999
Kasworm, 1980

Part II, Section I,
#l-#4

Training Categories and
Items

Bailey, 1999
Knowles, 1970
Rada, 1980

Part II, Section III,
Category 1-5

Preferred Training Setting
and Educational Format

Bailey, 1999
Gratton, 1989
Rada, 1980

Part II, Section IV,
#la,b; #2a-d; #3a-d

38
strategic learning, understanding developmental need levels, using technology in
instruction, developing student self-esteem/self-image, and other). The third section is
community college leadership policy, a categorical variable with six areas (i.e.,
monitoring attendance, sharing decision/leadership making, developing leaders, including
adult learners in strategic plans and mission statements, offering classes in different
formats, providing leadership opportunities for adult learners, and other). The fourth
section is culture, community and social issues, a categorical variable with six areas (i.e.,
forming college/corporate partnerships, how to access support and services from the
private sector, understanding sociocultural differences, understanding the community,
understanding characteristics of adult learners, understanding college requirements, and
other). The fifth section is counseling adult learners, a categorical variable with five
areas (i.e., increasing learner motivation, teaching students effective techniques for
dealing with multiple demands, adapting schedules to student needs, counseling students
from different culture, effective counseling, and other).
Additional variables for the survey included: training settings - a categorical
variable with three areas (i.e., on-site, off-site, and other); educational format - a
categorical variable with five areas (i.e., journal articles and book chapters, video
presentations, conferences and seminar training, lectures and discussions with experts,
and web-based training on the Internet and other); and training available - a categorical
variable with two areas (i.e., offered, not offered, and other).
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Data Collection Method
Letters were mailed to the presidents of the five community colleges surveyed.
The purpose of the letter was to introduce the research, request participation, and inform
administrators about the demographic and training needs survey. The informed consent
letters along with a cover letter and the survey was mailed after the President of each
community college agreed to participate in the survey (see Appendix B).
The survey was mailed to 100 full-time faculty and 20 administrators at the five
community colleges as in Table 1. After the due date for the initial mailing of the
surveys, a letter was sent to each participant in the survey requesting participation if they
had not completed the survey. The return rate was expected to be around 50%, which is
consistent with other mail surveys conducted on faculty and administrators.
Data Analysis
The data study in North Dakota and Minnesota community colleges included
descriptive statistics. In analyzing the data, the study will use a sample o f the population.
According to Triola (1997, p. 38), descriptive statistics are used to summarize the
important characteristics of the sample data. The research questions, data source, and
data analysis planned for this study are identified in Table 4. Because of the large
number o f calculations required, the statistical software package “Minitab” was used to
calculate the results from the survey. Minitab software will be used for frequencies and
percentages for research questions one, two, three, four, five, seven and eight (Sail &
Lehman, 1996). In addition, content analysis was used for research questions one and
six (Kerlinger, 1964; Krippendorf, 1980).
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Table 4
Data Analysis

Research Questions

Data Source

1. What training opportunities were offered in
the fall semester of 2002 to instructors so
that they could provide academic and nonacademic services to adult learners at
community colleges?

Part I, Section II, #2, #3
Appendix C

2. What types of training (i.e., interpersonal
skills, instruction and curriculum,
leadersliip programs, social issues, and
counseling adult learners) do administrators
identify as essential for full-time instructors
at community colleges to provide academic
and non-academic services to adult learners?

Part I, Section III,
Category 1, #1 - #8
Category 2, # 1 - #12
Category 3, #1 - #6
Category 4, #1 - #6
Category 5, #1 - #6
Appendix C

Frequency and
Percent

3. What types of training (ie., interpersonal
skills, instruction and curriculum, leadership
programs, social issues, and counseling
adult learners) do instructors at community
colleges identify as essential for providing
academic and non-academic services to
adult learners?

Part II, Section II,
Category 1, #1 - #8
Category 2, #1 - #12
Category 3, #1 - #6
Category 4, #1 - #6
Category 5, #1 - #6
Appendix D

Frequency and
Percent

4. What training settings (e.g., on-site, off-site)
do instructors prefer when learning about
providing academic and non-academic
services to adult learners at community
colleges?

Part II, Section IV, #1
Appendix D

Frequency and
Percent

5. What educational format (e.g., written selfinstruction materials, video presentations,
conferences) do instructors prefer when
learning about providing academic and nonacademic services to adult learners?

Part II, Section IV, #2
Appendix D

Frequency and
Percent

Data Analysis

Frequency and
Percent.
Content Analysis
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Table 4 (cont.)
Research Questions

Data Source

6. Are there differences between administrator
and instructor perceptions of the training
essential for providing academic and nonacademic services to adult learners at
community colleges?

Part I, Section III,
Category 1, #1 - #8
Category 2, #1 - #12
Category 3, #1 - #6
Category 4, #1 - #6
Category' 5, #1 - #5
Part II, Section II,
Category 1, #1 - #8
Category 2, #1 - #12
Category 3, #1 - #6
Category 4, #1 - #6
Category 5, #1 - #5
Appendixes C & D

Frequency and
Percent

7. Are there differences between administrator
and instructor perceptions of the training
setting and educational format instructor’s
prefer?

Part I, Section IV, #1,
#2
Part II, Section IV, #1,
#2
Appendix D
Part I, Section IV, #3
Part II, Section IV, #3

Frequency and
Percent

8. Are instructors being offered the training
that they or administrators think is needed?

Data Analysis

Frequency and
Percent
Content Analysis

Notes: Part I - Administrator Survey
Part II - Faculty Survey

CHAPTER IV
RESULTS OF THE STUDY
Chapter IV presents the survey results and analyses o f the data. The purpose of
this study was to identify (a) the training currently being provided to faculty at
community colleges in North Dakota and western Minnesota, and (b) the essential
training needed (as perceived by administrative personnel and full-time faculty) for
faculty to better serve adult learners. The survey participants are described in Tables 5
and 6. The data from the survey is presented in Tables 7 through 15.
The Sample
The data came from administrators and faculty at five community colleges. One
hundred surveys were mailed to full-time faculty and 20 surveys mailed to
administrators. Forty-seven surveys were completed, six by administrators and 41 by
faculty for a return rate of 30% for administrators and 41% for faculty. Tables 5 and 6
provide demographic information about the respondents.
As can be seen in Table 5, 14 (30%) of the respondents had bachelor's degrees,
29 (61%) had a master's degree and 4 (9%) had a doctorate. In Table 6, work experience
ranged between 2.5 years to 7 years for the administrators. The mean number of years
for administrators in the current position was 4.58 years with a standard deviation of
1.49. The mean number of years in higher education for administrators was 11.33, with a
standard deviation of 3.93, and work experience ranging from 7 years to 16 years.
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Table 5
Education of Participants

Administrative
Personnel

Faculty
Personnel

Total

Frequency
(%)

Frequency
(%)

Frequency
(%)

6
(100%)

41
(100%)

47
(100%)

Doctorate

0
(0%)

4
(10%)

4
(9%)

Masters degree

1
(17%)

28
(68%)

29
(61%)

Bachelor degree

5
(83%)

9
(22%)

14
(30%)

High School

0
(0%)

0
(0%)

0
(0%)

•

Respondents

Highest Level of Education

n = (administrators) = 6
n = (faculty) = 41
In Table 6, work experience ranged from 1 year to 37 years for the faculty. The
mean number of years for faculty was 11.71, with a standard deviation of 8.82. The
mean number of years in higher education for faculty was 15.70, with a standard
deviation of 10.06, and work experience ranging from 1 year to 37 years. It cannot be
determined if the sample is representative of the total population because North Dakota
and Minnesota do not gather data in this manner on the level of education that is
consistent with the data reported in the survey.
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Table 6
Number o f Years in Current Position and in Higher Education

Administrators

Faculty

Years in Position
Mean

4.58

11.71

Standard Deviation

1.49

8.82

2.5-7

1-37

11.33

15.70

Standard Deviation

3.93

10.06

Minimum & Maximum

7-16

1-37

Minimum & Maximum
Years in Higher Education
Mean

n = (administrators) = 6
n = (faculty) = 41

Data Analysis o f Research Questions
R esearch Question #1

What training opportunities were offered in the fall semester of 2002 to full-time
faculty to help academic and non-academic services to improve adult learners at
community colleges?
The setting and educational format used in Fall 2002 by the community colleges
in the survey are presented in Table 7. The five colleges reported that on-site and off-site
training is available for faculty in the development programs. Faculty are encouraged to
attend conferences, seminars and lecturers by experts. Reading materials along with
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Table 7
Fall 2002 Setting and Educational Format for Training

n

Frequency

Percent

5
0

100%
0%

5
0

100%
0%

5
0

100%
0%

5
0

100%
0%

5
0

100%
0%

5
0

100%
0%

5
0

100%
0%

Setting
On-site
yes
no

5

OfF-site
yes
no

5

Other
yes
no

5

Format
Reading materials
(journals, books, etc.)
yes
no

5

Video presentations
yes
no

5

Conferences/seminars
yes
no

5

Lectures/discussion
with experts
yes
no

5
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Table 7 (cont.)

n

Web-based training
(Internet)
yes
no
Other
yes
no

Frequency

Percent

5
0

100%
0%

0
5

0%
100%

5

5

videos are also available at each community college to assist faculty in the areas of adult
learning.
R esearch Question #2

What types of training (i.e., interpersonal skills, instruction and curriculum,
leadership programs, social issues, and counseling of adult learners) do
administrators identify as essential for full-time faculty at community colleges to
help them provide academic and non-academic services to adult learners?
The frequencies and percentages of administrative responses to each of the
training category items are presented in Tables 8 though 12. There were six
administrative respondents. The breakdown of the administrator's evaluations of each
category follows.
Interpersonal skills. O f the eight items in the category of interpersonal skills,

seven items received votes for being essential (see Table 8). The breakdown of the six
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Table 8
Identified Training Components for Interpersonal Skills

Essential

Good
But Not
Essential

Not
Important

Use adult's life/work experiences
in the classroom
administrators
faculty

4 (68%)
24 (60%)

2 (32%)
16(40%)

0 (0%)
0 (0%)

Use effective communication
techniques with adult learners
administrators
faculty

6 (100%)
38 (93%)

0 (0%)
3 (7%)

0 (0%)
0 (0%)

Develop student's communication
with community members
administrators
faculty

2 (32%)
10(24%)

4 (68%)
25 (63%)

0 (0%)
5 (13%)

Establishing a caring environment
in the classroom
administrators
faculty

3 (50%)
29 (73%)

3 (50%)
9 (22%)

0 (0%)
2 (5%)

Handle conflict in the classroom
administrators
faculty

4 (68%)
25 (64%)

2 (32%)
12(31%)

0 (0%)
2 (5%)

Understand aging processes
administrators
faculty

0 (0%)
13 (32%)

5 (83%)
22 (55%)

1 (17%)
5 (13%)

Develop communication skills
administrators
faculty

6 (100%)
27 (67%)

0 (0%)
12(30%)

0 (0%)
1 (3%)

Use cooperative learning in the
classroom
administrators
faculty

3 (50%)
15 (37%)

3 (50%)
23 (58%)

0 (0%)
2 (5%)

n (administrators) = 6
n (faculty) = 41
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administrators’ assessment of each item included in the interpersonal skills category
follows:
1. Use of life/work experience was deemed essential by four (68%)
administrators and good, but not essential by two (32%) administrators;
2. Use of effective communication techniques was deemed essential by all six
(100%) administrators;
3. Develop student’s communication with community members was deemed
essential by only two (32%) administrators and good, but not essential by four
(68%) administrators;
4. Establish a caring environment in the classroom was deemed essential by
three (50%) administrators and good, but not essential by three (50%)
administrators;
5. Handle conflict in the classroom was deemed essential by four (68%)
administrators and good, but not essential by two (32%) administrators;
6. Understand the aging process was deemed good, but not essential by five
(83%) administrators and not important by only one (17%) administrator;
7. Develop communication skills o f adult learners was deemed essential by all
six (100%) administrators; and
8. Use cooperative learning in the classroom was deemed essential by three
(50%) administrators and good, but not essential by three (50%)
administrators.
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Instruction an d curriculum. There were 12 items in the instruction and

curriculum category (see Table 9). All 12 of the items received votes for being essential.
The breakdown of the administrator's evaluations of each item follows.
1. Conduct alternative forms of assessment (i.e., performance, demonstration,
portfolio) was deemed essential by all six (100%) administrators;
2. Adapt instruction to meet individual needs, (i.e., physiological, safety, social,
esteem, and self-actualization was deemed essential by four (68%)
administrators and good, but not essential by two (32%) administrators;
3. Make instruction relevant to the lives of adult learners was deemed essential
by five (83%) administrators and good, but not essential by one (17%)
administrator;
4. Develop multicultural curricula was deemed essential by one (17%)
administrator and good, but not essential by five (83%) administrators;
5. Integrate academic and vocational curricula, and social skills was deemed
essential by four (68%) administrators and good, but not essential by one
(16%) administrator. Only one (16%) administrator deemed integrate
academic and vocational curricula, and social skills as not important;
6. Develop problem-solving skills in adult learners was deemed essential by five
(83%) administrators and good, but not essential by one (17%) administrator;
7. Adapt instruction to accommodate various leaning styles was deemed
essential by five (83%) administrators and good, but not essential by one
(17%) administrator;
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Table 9
Identified Training Components for Instruction and Curriculum

Essential

Good
But Not
Essential

Not
Important

Conduct alternative forms of
assessment
administrators
faculty

6 (100%)
18(45%)

0 (0%)
21 (53%)

0 (0%)
1 (3%)

Adapt instruction to meet
individual needs
administrators
faculty

4 (68%)
20 (50%)

2 (32%)
18 (45%)

0 (0%)
2 (5%)

Make instruction relevant to
the lives o f adult learners
administrators
faculty

5 (83%)
26 (65%)

1 (17%)
14 (35%)

0 (0%)
0 (0%)

Develop multicultural curricula
administrators
faculty

1 (17%)
14 (35%)

5 (83%)
20 (50%)

0 (0%)
6(15% )

Integrate academic and vocational
curricula, and social skills
administrators
faculty

4 (68%)
22 (51%)

1 (16%)
19(44%)

1 (16%)
2 (5%)

Develop problem-solving skills in
adult learners
administrators
faculty

5 (83%)
28 (70%)

1 (17%)
12(30%)

0 (0%)
0 (0% )

Adapt instruction to accommodate
various learning styles
administrators
faculty

5 (83%)
29 (74%)

1 (17%)
9 (23%)

0 (0% )

1 (3%)
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Table 9 (cont.)

Essential

Good
But Not
Essential

Not
Important

Develop strategic learning: how
students study and learn
administrators
faculty

4 (68%)
17(40%)

2 (32%)
23 (55%)

0 (0%)
2 (5%)

Understand developmental needs
of adults
administrators
faculty

3 (50%)
18 (44%)

3 (50%)
21 (51%)

0 (0%)
2 (5%)

Use technology in instruction
administrators
faculty

3 (50%)
15 (38%)

3 (50%)
20 (50%)

0 (0%)
5 (12%)

Create learning communities
administrators
faculty

4 (68%)
14 (35%)

1 (16%)
21 (53%)

1 (16%)
5 (12%)

Develop student's self-esteem/selfimage as learners
administrators
faculty

4 (68%)
26 (65%)

2 (32%)
11 (28%)

0 (0%)
3 (7%)

n (administrators) = 6
n (faculty) = 41
8. Develop strategic learning: how students study and learn was deemed
essential by four (68%) administrators and good, but not essential by two
(32%) administrators;
9. Understand developmental needs of adults was deemed essential by three
(50%) administrators and good, but not essential by three (50%)
administrators;
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10. Use technology in instruction was deemed essential by three (50%)
administrators and good, but not essential by three (50%) administrators;
11. Creating learning communities was deemed essential by four (68%)
administrators and good but not essential by one (16%) administrator. One
(16%) administrator deemed creating learning communities as not important;
and
12. Develop student’s self-esteem/self-image as learners was deemed essential by
four (68%) administrators and good, but not essential by two (32%)
administrators.
D eveloping leadership. Of the six items in the developing leadership category, all

six items received votes for being essential (see Table 10). The breakdown of the
administrator's evaluations of each item follows.
1. Monitor attendance was deemed essential by two (32%) administrators and
good, but not essential by three (50%) administrators. One (18%)
administrator deemed monitor attendance as not important;
2. Share decision making was deemed essential by two (32%) administrators and
good, but not essential by four (68%) administrators;
3. Develop adult learners as leaders was deemed essential by two (32%)
administrators and good, but not essential by four (68%) administrators;
4. See that adult learners are included in college strategic plans and mission
statement was deemed essential by four (68%) administrators and good, but
not essential by two (32%) administrators;
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Table 10
Identified Training Components for Developing Leadership

Essential

Good
But Not
Essential

Not
Important

2 (33%)
9 (22%)

3 (50%)
29 (71%)

1 (17%)
3 (7%)

Share decision making
administrators
faculty

2 (32%)
16 (40%)

4 (68%)
20 (50%)

0 (0%)
4 (10%)

Develop adult learners as
leaders
administrators
faculty

2 (32%)
19 (49%)

4 (68%)
17 (43%)

0 (0%)
3 (8%)

See that adult learners are
included in college strategic
plans and mission statement
administrators
faculty

4 (68%)
22 (55%)

2 (32%)
14 (35%)

0 (0%)
4 (10%)

Offer classes on weekends,
evenings and in accelerated
format
administrators
faculty

5 (83%)
22 (55%)

1 (17%)
17(42%)

0 (0%)
1 (3%)

Provide leadership opportunities
in class
administrators
faculty

4 (68%)
16 (40%)

2 (32%)
18 (45%)

0 (0%)
6(15% )

Monitor attendance
administrators
faculty

n (administrators) = 6
n (faculty) = 41
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5. Offer classes on weekends, evenings and in accelerated format was deemed
essential by five (83%) administrators and good, but not essential by one
(17%) administrator; and
6. Provide leadership opportunities in class was deemed essential by four (68%)
administrators and good, but not essential by two (32%) administrators.
Culture, community an d social issues. There were six items in the culture,

community and social issues category and all six items received votes for being essential
(see Table 11). The breakdown of the administrator's evaluations of each item follows.
1. Form college/corporate partnerships was deemed essential by three (50%)
administrators and good, but not essential by three (50%) administrators;
2. Access support and services from the private sector or non-college resources
was deemed essential by three (50%) administrators and good, but not
essential by three (50%) administrators;
3. Understand sociocultural differences of students was deemed essential by five
(83%) administrators and good, but not essential by one (17%) administrator;
4. Understand the community the college serves was deemed essential by four
(68%) administrators and good, but not essential by two (32%) administrators;
5. Understand characteristics of adult learners was deemed essential by all six
(100%) administrators; and
6. Understand college requirements (i.e., program of study, effective study
habits) was deemed essential by four (68%) administrators and good, but not
essential by two (32%) administrators.
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Table 11
Identified Training Components for Culture. Community and Social Issues

Essential

Good
But Not
Essential

Not
Important

Form college/corporate
partnerships
administrators
faculty

3 (50%)
16 (40%)

3 (50%)
21 (53%)

0 (0%)
3 (7%)

Access support and services
from the private sector or
non-college resources
administrators
faculty

3 (50%)
15 (38%)

3 (50%)
21 (53%)

0 (0%)
4 (9%)

Understand sociocultural
differences of students
administrators
faculty

5 (83%)
22 (55%)

1 (17%)
17(42%)

0 (0%)
1 (3%)

Understand the community the
college serves
administrators
faculty

4 (68%)
28 (70%)

2 (32%)
11 (27%)

0 (0%)
1 (3%)

Understand characteristics of
adult learners
administrators
faculty

6 (100%)
29 (72%)

0 (0%)
10(25%)

0 (0%)
1 (3%)

Understand college requirements
administrators
faculty

4 (68%)
32 (80%)

2 (32%)
8 (20%)

0 (0%)
0 (0%)

n (administrators) = 6
n (faculty) = 41
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Counseling adult learners. Of the five items in the category of counseling adult

learners, all five items received votes for being essential (see Table 12). The breakdown
o f the administrators’ evaluations of each item follows.
1. Increase learner motivation was deemed essential by four (68%)
administrators and good, but not essential by two (32%) administrators;
2. Teach students effective techniques for dealing with multiple demands (i.e.,
job, family, school) was deemed essential by one (17%) administrator and
good, but not essential by five (83%) administrators;
3. Adapt schedules to student needs was deemed essential by two (32%)
administrators and good, but not essential by four (68%) administrators;
4. Counsel students from different cultures was deemed essential by two (32%)
administrators and good, but not essential by four (68%) administrators; and
5. Counsel students effectively was deemed essential by three (50%)
administrators and good, but not essential by three (50%) administrators.
R esearch Question #3

What types of training (i.e., interpersonal skills, instruction and curriculum,
advising and counseling, and social issues) do full-time faculty at community
colleges identify as essential for providing academic and non-academic services
to adult learners?
The results of the faculty responses for each of the items are presented in Tables 8
through 12.
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Table 12
Identified Training Components for Counseling Adult Learners

Essential

Good
But Not
Essential

Not
Important

Increase learner motivation
administrators
faculty

4 (68%)
25 (64%)

2 (32%)
15 (37%)

0 (0%)
0 (0%)

Teach students effective
techniques for dealing with
multiple demands
administrators
faculty

1 (17%)
21 (54%)

5 (83%)
17 (44%)

0 (0%)
1 (2%)

Adapt schedules to student needs
administrators
faculty

2 (32%)
18(45%)

4 (68%)
22 (55%)

0 (0%)
0 (0%)

Counsel students from different
cultures
administrators
faculty

2 (32%)
17 (44%)

4 (68%)
18 (46%)

0 (0%)
4 (10%)

Counsel students effectively
administrators
faculty

3 (50%)
30 (77%)

3 (50%)
7(18% )

0 (0%)
2 (5%)

n (administrators) = 6
n (faculty) = 41
Interpersonal skills. There were eight items in the interpersonal skills category

(see Table 8). Of the eight items in the category of interpersonal skills, all eight items
received votes for being essential. The breakdown of the faculty evaluations o f each item
follows.
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1. Use o f life/work experience was deemed essential by 24 (60%) faculty and
good, but not essential by 16 (40%) faculty;
2. Use o f effective communication techniques was deemed essential by 38 (93%)
faculty and good, but not essential by three (7%) faculty;
3. Develop student’s communication with community members was deemed
essential by ten (24%) faculty and good, but not essential by 25 (63%) faculty.
Five (13%) faculty deemed develop student’s communication with community
members was not important;
4. Establish a caring environment in the classroom was deemed essential by 29
(73%) faculty and good, but not essential by nine (22%) faculty. Two (5%)
faculty deemed establishing a caring environment in the classroom as not
important;
5. Handle conflict in the classroom was deemed essential by 25 (64%) faculty
and good, but not essential by 12 (31%) faculty. Two (5%) faculty deemed
handle conflict in the classroom as not important;
6. Understand the aging process was deemed good, but not essential by 13 (32%)
faculty and not important by 22 (55%) faculty. Five (13%) faculty deemed
understand the aging process as not important;
7. Develop communication skills of adult learners was deemed essential by 27
(67%) faculty and good, but not essential by 12 (30%) faculty. One (3%)
faculty member deemed develop communication skills o f adult learners as not
important; and

\
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8. Use cooperative learning in the classroom was deemed essential by 15 (37%)
faculty and good but not essential by 23 (58%) faculty. Two (5%) faculty
deemed use cooperative learning in the classroom as not important.
Instruction and curriculum. The frequencies and percentages for faculty

responses on the 12 items for instruction and curriculum are presented in Table 9. Of the
12 items in the category for instruction and curriculum, all 12 items received votes for
being essential (see Table 9). The breakdown of the faculty evaluations of each item
follows.
1. Conduct alternative forms of assessment (i.e., performance, demonstration,
portfolio) was deemed essential by 18 (45%) faculty and good, but not
essential by 21 (53%) faculty. One (3%) faculty person deemed conduct
alternative forms of assessment as not important;
2. Adapt instruction to meet individual needs (i.e., physiological, safety, social,
esteem, and self-actualization) was deemed essential by 20 (50%) faculty and
good, but not essential by 18 (45%) faculty. Two (5%) faculty deemed adapt
instruction to meet individual needs, (i.e., physiological, safety, social,
esteem, and self-actualization) as not important;
3. Make instruction relevant to the lives of adult learners was deemed essentia!
by 26 (65%) faculty and good, but not essential by 14 (35%) faculty;
4. Develop multicultural curricula was deemed essential by 14 (35%) faculty and
good, but not essential by 20 (50%) faculty. Six (15%) faculty deemed
develop multicultural curricula as not important;
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5. Integrate academic and vocational curricula, and social skills was deemed
essential by 22 (51%) faculty and good, but not essential by 19 (44%) faculty.
Two (5%) faculty deemed integrate academic and vocational curricula, and
social skills as not important;
6. Develop problem-solving skills in adult learners was deemed essential by 28
(70%) faculty and good, but not essential by 12 (30%) faculty;
7. Adapt instruction to accommodate various leaning styles was deemed
essential by 29 (74%) faculty and good, but not essential by nine (23%)
faculty. One (3%) faculty member deemed adapt instruction to accommodate
various learning styles was not important;
8. Develop strategic learning: how students study and learn was deemed
essential by 17 (40%) faculty and good, but not essential by 23 (55%) faculty.
Two (5%) faculty deemed develop strategic learning: how students study and
learn as not important; and
9. Understand developmental needs of adults was deemed essential by 18 (44%)
faculty and good, but not essential by 21 (51%) faculty. Two (5%) faculty
deemed understand developmental needs of adults as not important;
10. Use technology in instruction was deemed essential by 15 (38%) faculty ivnd
good, but not essential by 20 (50%) faculty. Five (12%) faculty deemed use
technology in instruction as not important;
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11. Creating learning communities was deemed essential by 14 (35%) faculty and
good but not essential by 21 (53%) faculty. Five (12%) faculty deemed
creating learning communities as not important; and
12. Develop student’s self-esteem/self-image as learners was deemed essential by
26 (65%) faculty and good, but not essential by 11 (28%) faculty. Three (7%)
faculty deemed develop student’s self-esteem/self-image as learners as not
important.
D eveloping leadership. There were six response items in the developing

leadership category (see Table 10). The breakdown of the faculty evaluations o f each
item follows.
1. Monitor attendance was deemed essential by nine (22%) faculty and good, but
not essential by 29 (71%) faculty. Three (7%) faculty deemed monitor
attendance as not important;
2. Share decision making was deemed essential by 16 (40%) faculty and good,
but not essential by 20 (50%) faculty. Four (10%) faculty deemed share
decision making as not important;
3. Develop adult learners as leaders were deemed essential by 19 (49%) faculty
and good, but not essential by 17 (43%) faculty. Three (8%) faculty deemed
develop adult learners as leaders as not important;
4. See that adult learners are included in college strategic plans and mission
statement was deemed essential by 22 (55%) faculty and good, but not
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essential by 14 (35%) faculty. Four (10%) faculty deemed this item as not
important;
5. Offer classes on weekends, evenings and in accelerated format was deemed
essential by 22 (55%) faculty and good, but not essential by 17 (42%) faculty.
One (3%) faculty person deemed this item as not important; and
6. Provide leadership opportunities in class was deemed essential by 16 (40%)
faculP and good, but not essential by 18 (45%) faculty. Six (15%) faculty
deemed provide leadership opportunities in class as not important.
Culture community an d social issues. O f the six items in th's category, all six

received votes for being essential (see Table 11). The breakdown of the faculty
evaluations o f each item follows.
1. Form college/corporate partnerships was deemed essential by 16 (40%)
faculty and good, but not essential by 21 (53%) faculty. Three (7%) faculty
deemed form college/corporate partnerships as not important;
2. Access support and services from the private sector or non-college resources
was deemed essential by 15 (38%) faculty and good, but not essential by 21
(53%) faculty. Four (9%) faculty deemed access support and services from
the private sector or non-college resources as not important;
3. Understand sociocultural differences of students was deemed essential by 22
(55%) faculty and good, but not essential by 17 (42%) faculty. One (3%)
faculty deemed understand sociocultural differences of students not important;
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4. Understand the community the college serves was deemed essential by 28
(70%) faculty and good, but not essential by 11 (27%) faculty. One (3%)
faculty deemed understand the community the college serves as not important;
5. Understand characteristics of adult learners was deemed essential by 29 (72%)
faculty and good, but not essential by ten (25%) faculty. One (3%) faculty
member deemed understand characteristics of adult learners as not important;
and
6. Understand college requirements (i.e., program of study, effective study
habits) was deemed essential by 32 (80%) faculty and good, but not essential
by 8 (20%) faculty.
Counseling adult learners. With respect to the counseling of adult learners, all

five items in this category received votes for being essential (see Table 12). The
breakdown of the faculty evaluations of each item follows.
1. Increase learner motivation was deemed essential by 25 (64%) faculty and
good, but not essential by 15 (37%) faculty;
2. Teach students effective techniques for dealing with multiple demands (i.e.,
job, family, school) was deemed essential by 21 (54%) faculty and good, but
not essential by 17 (44%) faculty. One (2%) faculty member deemed teaching
students effective techniques for dealing with multiple demands (i.e., job,
family, school) as not important;
3. Adapt schedules to student needs was deemed essential by 18 (45%) faculty
and good, but not essential by 22 (55%) faculty;
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4. Counsel students from different cultures was deemed essential by 17 (44%)
faculty and good, but not essential by 18 (46%) faculty. Four (10%) faculty
deemed counsel students from different cultures as not important; and
5. Counsel students effectively was deemed essential by 30 (77%) faculty and
good, but not essential by seven (18%) faculty. Two (5%) faculty deemed
counsel students effectively as not important.
R esearch Question # 4

What training settings (e.g., on-site, off-site) do full-time faculty at community
colleges prefer when learning about providing academic and non-academic services to
adult learners?
The preferred choice of setting desired for training of the respondents from
faculty are listed in Table 13. There were 29 (73%) faculty that indicated a preference
for on-site faculty training. Out of the 41 faculty participants, 11 (27%) indicated a
preference for off-site faculty training.
R esearch Q uestion 45

What educational format (e g., written self-instruction materials, video
presentations, conferences) do full-time faculty at community colleges prefer
when learning about providing academic and non-academic services to adult
learners?
The survey question results from faculty for the preference of training format are
listed in Table 13. Eleven (26%) faculty responded that reading materials (journals,
books, etc.) were preferred for faculty training. Attending conferences and seminar
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Table 13
Faculty Perceived Preferred Training Setting and Educational Format for Training

n

Frequency

Percent

Setting
On-site
yes
no

41

Off-site
yes
no

41

Other
yes
no

41

29
11

73%
27%

11
29

27%
73%

0
0

0%
0%

11
30

26%
74%

5
36

12%
88%

21
20

51%
49%

19
22

46%
54%

Format
Reading materials
(journals, books, etc.)
yes
no

41

Video presentations
yes
no

41

Conference s/?eminars
yes
no

41

Lectures/discussion
with experts
yes
no

41
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Table 13 (cont.)

n

Web-based training
(Internet)
yes
no

41

Other
yes
no

41

Frequency

Percent

6
35

15%
85%

0
41

0%
100%

training were the favored educational format for training of 21 (51%) faculty. O f the 41
faculty respondents, 19 (46%) viewed lectures and discussions with experts in the field as
a desired educational format. Six (15%) faculty deemed Web-based training as a
favorable training format in faculty development programs.
R esearch Q uestion # 6

Are there differences between administrator and full-time faculty perceptions of
the training essential for providing academic and non-academic services to adult
learners at community colleges?
In the section that follows, the differences between administrator and full-time faculty
responses to each item are listed.
Interpersonal Skills.
Use life/w ork experiences in the classroom. Four (68%) of the six administrators

and 24 (60%) of 41 faculty reported that using adult’s life/work experiences in the
classroom was essential for faculty training. Two (32%) administrators and 16 (40%)
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faculty stated tha+ training on using adult’s life/work experiences in the classroom was
good but not essential.
Effective communication techniques with adult learners. All six (100%)

administrators and 38 (93%) faculty reported training on using effective communication
techniques with adult learners was essential. None o f the administrators and three (7%)
faculty reported that training on effective communication techniques with adult learners
was good but not essential for community college faculty.
D evelop communication with community members. Two (32%) administrators

and ten (24%) faculty reported that training on developing student’s communication with
community members was essential. Four (68%) administrators and 25 (63%) faculty
reported that training on developing student’s communication with community members
was good but not essential. Five (13%) faculty participants reported that faculty training
on developing student’s communication with community members was not important.
E stablish caring environment. Three (50%) administrators and 29 (73%) faculty

reported that establishing a caring environment in the classroom was essential. Three
(50%) administrators and nine (22%) faculty indicated that establishing a caring
environment in the classroom was good but not essential for faculty training. Two (5%)
faculty reported that training on establishing a caring environment in the classroom was
not important.
H andling conflict in the classroom. Four (68%) administrators and 25 (64%)

faculty reported that faculty training on handling conflict in the classroom was essential.
Twc (32%) administrators and 12 (31%) faculty reported that faculty training was good
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but not essential on handling conflict in the classroom. Two (5%) faculty felt that this
type o f training was not important.
U nderstand aging process. None of the administrators and 13 (32%) faculty

reported that faculty training on understanding aging processes was essential. Five (83 %)
administrators and 22 (55%) faculty reported that faculty training was good but not
essential on understanding aging processes. One (17%) administrator and five (13%)
faculty felt that this type of training was not important.
D evelop communication skills. Six (100%) administrators and 27 (67%) faculty

reported that faculty training on developing communication skills was essential. None of
the administrators and 12 (30%) faculty reported that faculty training on developing
communication skills was good but not essential. One (3%) faculty respondent felt that
this type o f training was not important.
C ooperative learning in the classroom. Three (50%) administrators and 15 (37%)

faculty reported that faculty training on using cooperative learning in the classroom was
essential. Three (50%) administrators and 23 (58%) faculty reported that training on
using cooperative learning in the classroom was good but not essential. Two (5%)
faculty indicated that it was not important for faculty to receive training on using
cooperative learning in the classroom.
Instruction a n d Curriculum
C onducting alternative fo rm s o f assessment. Six (100%) administrators and 18

(45%) faculty reported that faculty training on conducting alternative forms of
assessment was essential for community college faculty. Twenty-one (53%) faculty
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reported that faculty training on conducting alternative forms of assessment was good but
not essential. One (3%) faculty participant responded that faculty training on conducting
alternative forms of assessment was not important.
A dapting to m eet individual needs. Four (68%) administrators and 20 (50%)

faculty reported that faculty training adapting to meet individual needs was essential.
Two (32%) administrators and 18 (45%) faculty reported that faculty training on adapting
to meet individual needs was good but not essential. Two (5%) faculty members reported
that faculty training on adapting to meet individual needs was not important.
M aking instruction relevant to adult learners. Five (83%) administrators and 26

(65%) faculty reported that faculty training on making instruction relevant to the lives of
adult learners was essential. One (17%) administrator and 14 (35%) faculty reported that
training on making instruction relevant to the lives of adult learners was good but not
essential.
D evelop m ulticultural curricula. One (17%) administrator and 14 (35%) faculty

reported that faculty training on developing multicultural curricula was essential. Five
(83%) administrators and 20 (50%) faculty reported that faculty training on developing
multicultural curricula was good but not essential. Six (15%) faculty reported that faculty
training on developing multicultural curricula was not important.
Integrate academ ic an d vocational curricula. Four (68%) administrators reported

that faculty training on integrating academic and vocational curricula, and social skills
was essential. One (16%) administrator reported that faculty training on integrating
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academic and vocational curricula and social skills was good but not essential. One
(16%) administrator reported that it was not important.
Twenty-two (51%) faculty reported that faculty training on integrating academic
vocational curricula and social skills was essential. Nineteen (44%) faculty reported that
community college faculty training on integrating academic vocational curricula and
social skills was good but not essential. Two (5%) faculty reported that it was not
important.
D evelop problem -solving skills in adult learners. Five (83%) administrators and

28 (70%) faculty reported that faculty training on developing problem-solving skills in
adult learners was essential. One (17%) administrator and 12 (30%) faculty reported that
faculty training on developing problem-solving skills in adult learners was good but not
essential.
A ccom m odate various learning styles. Five (83%) administrators and 29 (74%)

faculty reported that faculty training on adapting instruction to accommodate various
learning styles was essential. One (17%) administrator and nine (23%) faculty reported
that training on adapting instruction to accommodate various learning styles was good but
not essential. One (3%) faculty member reported that training to adapt instruction to
accommodate various learning styles was not important.
D evelop strategic learning. Four (68%) administrators and 17 (40%) faculty

deemed that faculty training on developing strategic learning on how students study and
learn was essential. Two (32%) administrators and 23 (55%) faculty reported that faculty
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training on developing strategic learning on how students study and learn was good but
not essential. Two (5%) faculty reported that it was not important.
U nderstand developm ental needs o f adults. Three (50%) administrators and 18

(44%) faculty reported that faculty training on understanding developmental needs of
adults was essential. Three (50%) administrators and 21 (51%) faculty reported that
faculty training on understanding developmental needs of adults was good but not
essential. Two (5%) faculty reported that faculty training on understanding
developmental needs of adults was not important.
Technology in instruction. Three (50%) administrators and 15 (38%) faculty

reported that faculty training on using technology in instruction was essential. Three
(50%) administrators and 20 (50%) faculty reported that faculty training on using
technology in instruction was good but not essential. Five (12%) faculty reported that
faculty training on using technology in instruction was not important.
Create learning communities. Four (68%) administrators and 14 (35%) faculty

reported that faculty training on creating learning communities was essential. One (16%)
administrator and 21 (53%) faculty reported that faculty training on creating learning
communities was good but not essential. Five (12%) faculty reported that faculty training
on creating learning communities was not important.
D evelop stu d en t’s self-esteem /self-im age. Four (68%) administrators and 26

(68%) faculty reported that faculty training on developing student’s self-esteem/selfimage as learners was essential. Two (32%) administrators and 11 (28%) faculty
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reported that faculty training on developing student’s self-esteem/self-image as learners
was good but not essential. Three (7%) faculty reported that it was not important.
D evelopin g Leadership
M onitor attendance. Two (33%) administrators and nine (22%) faculty reported

that faculty training on monitoring attendance was essential. Three (50%) administrators
and 29 (71%) faculty reported that faculty training on monitoring attendance was good
but not essential. One (17%) administrator and three (7%) faculty reported that faculty
training on monitoring attendance was not important.
Share decision making. Two (32%) administrators and 16 (40%) faculty reported

that faculty training on shared decision making was essential. Four (68%) administrators
and 20 (50%) faculty reported that faculty training on shared decision making was good
but not essential. Four (10%) faculty reported that it was not important.
D evelop adult learners as leaders. Two (32%) administrators and 19 (49%)

faculty reported that faculty training on developing adult learners as leaders was
essential. Four (68%) administrators and 17 (43%) faculty reported that faculty training
on developing adult learners as leaders was good but not essential. Three (8%) faculty
reported that faculty training on developing adult learners as leaders was not important.
Include adult learners in college strategic p la n s an d m ission statement. Four

(68%) administrators and 22 (55%) faculty reported that faculty training on seeing that
adult learners are included in college strategic plans and mission statement was essential.
Two (32%) administrators and 14 (35%) faculty reported that faculty training on seeing
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that adult learners are included in college strategic plans and mission statement was good
but not essential. Four (10%) faculty reported that it was not important.
W eekend an d evening class form at. Five (83%) administrators and 22 (55%)

faculty reported that faculty training on offering classes on weekends, evenings and in
accelerated format was essential. One (17%) administrator and 17 (42%) faculty reported
that faculty training on offering classes on weekends, evenings and in accelerated format
was good but not essential. One (3%) faculty member reported that it was not important.
Leadership opportunities. Four (68%) administrators and 16 (40%) faculty

reported that faculty training on providing leadership opportunities in class was essential.
Two (32%) administrators and 18 (45%) faculty reported that faculty training on
providing leadership opportunities in class was good but not essential. Six (15%) faculty
reported that faculty training on providing leadership opportunities in class was not
important.
Culture, Community a n d Social Issues
C ollege/corporate partnerships. Three (50%) administrators and 16 (40%)

faculty reported that faculty training on forming college/corporate partnerships was
essential. Three (50%) administrators and 21 (53%) faculty reported that faculty training
on forming college/corporate partnerships was good but not essential. Three (7%) faculty
reported that faculty training in this area was not important.
A ccess support and services. Three (50%) administrators and 15 (38%) faculty

reported that faculty training on accessing support and services from the private sector or
non-college resources was essential. Three (50%) administrators and 21 (53%) faculty
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reported that faculty training on accessing support and services from the private sector or
non-college resources was good but not essential. Four (9%) faculty reported that
training in this area was not important.
U nderstand sociocultural differences o f students. Five (83%) administrators and

22 (55%) faculty reported that faculty training on understanding sociocultural differences
o f students was essential. One (17%) administrator and 17 (42%) faculty reported that
faculty training on understanding sociocultural differences of students was good but not
essential. One (3%) faculty member reported that it was not important.
Understand the community. Four (68%) administrators and 28 (70%) faculty

reported that faculty training on understanding the community the college serves was
essential. Two (32%) administrators and 11 (27%) faculty reported that faculty training
on understanding the community the college serves was good but not essential. One
(3%) faculty member reported that training in this area was not important.
Understand characteristics o f adult learners. Six (100%) administrators and 29

(72%) faculty reported that faculty training on understanding the characteristics of adult
learners was essential. Ten (25%) faculty reported that faculty training on understanding
the characteristics of adult learners was good but not essential. One (3%) faculty member
reported that training in this area was not important.
U nderstand college requirements. Four (68%) administrators and 32 (80%)

faculty reported that faculty training on understanding college requirements (i.e., program
o f study, effective study habits) was essential. Two (32%) administrators and eight
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(20%) faculty reported that faculty training understanding college requirements (i.e.,
program o f study, effective study habits) was good but not essential.
Counseling A dult Learners
Increase learner motivation. Four (68%) administrators and 25 (63%) faculty

reported that faculty training on increasing learner motivation was essential. Two (32%)
administrators and 15 (37%) faculty reported that faculty training on increasing learner
motivation was good but not essential.
Teach effective techniques f o r dealing with multiple demands. One (17%)

administrator and 21 (54%) faculty reported that faculty training on teaching students
effective techniques for dealing with multiple demands (i.e., job, family, school) was
essential. Five (83%) administrators and 17 (44%) faculty reported that faculty training
on teaching students effective techniques for dealing with multiple demands (i.e., job,
family, school) was good but not essential. One (2%) faculty reported that it was not
important.
A dapt schedule to student needs. Two (32%) administrators and 18 (45%) faculty

reported that faculty training on adapting schedules to student needs was essential. Four
(68%) administrators and 22 (55%) faculty reported that faculty training on adapting
schedules to student needs was good but not essential.
Counsel students fro m different cultures. Two (32%) administrators and 17

(44%) faculty reported that faculty training on counseling students from different cultures
was essential. Four (68%) administrators and 18 (46%) faculty reported that faculty
training on counseling students from different cultures was good but not essential. Four
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(10%) faculty reported that faculty training on counseling students from different cultures
was not important.
Counsel student effectively. Three (50%) administrators and 30 (77%) faculty

reported that faculty training on counseling students effectively was essential. Three
(50%) administrators and seven (18%) faculty reported that faculty training on
counseling students effectively was good but not essential. Two (5%) faculty reported
that faculty training on counseling students effectively was not important.
The items for which there is agreement in the essential category by administrators
and faculty are listed in Table 14. The breakdown of the top five items follows:
1. Form college/corporate partnership was deemed essential by three (50%)
administrators and 16 (49%) faculty;
2. Understand the community the college serves was deemed essential by four
(68%) administrators and 28 (70%) faculty.
3. Develop student’s self-esteem/self image as learners was deemed essential by
four (68%) administrators and 26 (65%) faculty;
4. Handle conflict in the classroom was deemed essential by four (68%)
administrators and 25 (64%) faculty; and
5. Increase learner motivation was deemed essential by four (68%)
administrators and 25 (64%) faculty
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Table 14
Items for Which There Is Agreement in Essential Category by Faculty and
Administrators

n

Percent

Difference

Form college/corporate
partnerships
administrators
faculty

3
16

50%
49%

1%

Understand the community the
college serves
administrators
faculty

4
28

68%
70%

2%

Develop student's self-esteem/self
image as learners
administrators
faculty

4
26

68%
65%

3%

Handle conflict in the classroom
administrators
faculty

4
25

68%
64%

4%

Increase learner motivation
administrators
faculty

4
25

68%
64%

4%

Understand developmental needs
of adults
administrators
faculty

3
18

50%
44%

6%

Use effective communication
techniques with adult learners
administrators
faculty

6
38

100%
93%

7%
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Table 14 (co .)

n

Percent

Difference

Use adult's life/work experiences
in the classroom
administrators
faculty

4
24

68%
60%

8%

Develop student's communication
with community members
administrators
faculty

2
10

32%
24%

8%

Share decision making
administrators
faculty

2
16

32%
40%

8%

n (administrators) = 6
n (faculty) = 41
D isagreem ent by A dm inistrators an d Faculty

The items for which there is disagreement in the essential category by
administrators and faculty are listed in Table 15. The breakdown of the top five items
follows:
1. Conduct alternative forms of assessment was deemed essential by six (100%)
administrators and 18 (45%) faculty;
2. Teach students effective techniques for dealing with multiple demands was
deemed essential by one (17%) administrator and 21 (54%) faculty;
3. Develop communication skills was deemed essential by six (100%)
administrators and 27 (67%) faculty;
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Table 15
Items for Which There Is Disagreement in Essential Category bv Faculty and
Administrators

n

Percent

Difference

Conduct alternative forms of
assessment
administrate :s
faculty

6
18

100%
45%

55%

Teach students effective
techniques for dealing with
multiple demands
administrators
faculty

1
21

17%
54%

37%

Develop communication skills
administrators
faculty

6
27

100%
67%

33%

Create learning communities
administrators
faculty

4
14

68%
35%

33%

Understand aging processes
administrators
faculty

0
13

0%
32%

32%

Understand sociocultural
differences of students
administrators
faculty

5
22

83%
55%

28%

Understand characteristics of
adult learners
administrators
faculty

6
29

100%
72%

28%

Table 15 (cont.)

n

Percent

Difference

Offer classes on weekends,
evenings and in accelerated
format
administrators
faculty

5
22

83%
55%

28%

Provide leadership opportunities
in class
administrators
faculty

4
16

68%
40%

28%

Develop strategic learning: how
students study and learn
administrators
faculty

4
17

68%
40%

28%

Counsel students effectively
administrators
faculty

3
30

50%
77%

27%

Establish a caring environment
in the classroom
administrators
faculty

3
29

50%
73%

23%

Make instruction relevant to
the lives of adult learners
administrators
faculty

0r
26

83%
65%

18%

A dapt instruction to meet
individual needs
administrators
faculty

4
20

68%
50%

18%

Develop multicultural curricula
administrators
faculty

1
14

17%
35%

18%
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Table 15 (cont.)

n

Percent

Difference

Integrate academic and vocational
curricula, and social skills
administrators
faculty

4
22

68%
51%

17%

Develop adult learners as
leaders
administrators
faculty

2
19

32%
49%

17%

Use cooperative learning in the
classroom
administrators
faculty

3
15

50%
37%

13%

Adapt schedules to student needs
administrators
faculty

2
18

32%
45%

13%

See that adult learners are
included in college strategic
plans and mission statement
administrators
faculty

4
22

68%
55%

13%

Develop problem-solving skills in
adult learners
administrators
faculty

5
28

83%
70%

13%

Use technology in instruction
administrators
faculty

3
15

50%
38%

12%

Access support and services
administrators
faculty

3
15

50%
38%

12%
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Table 15 (continued))

n

Percent

Difference

Understand college requirements
administrators
faculty

4
32

68%
80%

12%

Counsel students from different
cultures
administrators
faculty

2
17

32%
44%

12%

2
9

33%
22%

11%

Monitor attendance
administrators
faculty
n (administrators) = 6
n (faculty) = 41

4. Create learning communities was deemed essential by four (68%)
administrators and 14 (35%) faculty; and
5. Understand aging processes was deemed essential by none of the
administrators and 13 (32%) faculty.
Research Question #7

Are there any differences between administrator and full-time faculty perceptions
o f the training setting and educational format that full-time faculty prefer at
community colleges?
The choices o f the faculty respondents are listed in Table 15 and the choices of the
administrator respondents are listed in Table 16. There were 29 (73%) faculty that
indicated a preference for on-site training, There were five (83%) administrators
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Table 16
Administrators Perceived Faculty Preferred Training Setting and Educational Format for
Training

n

Frequency

Percent

Setting
On-site
yes
no

6

Off-site
yes
no

6

Other
yes
no

6

5
1

83%
17%

1
5

17%
83%

0
6

0%
100%

2
4

34%
66%

0
6

0%
100%

4
2

66%
34%

4
2

66%
34%

Format
Reading materials
(journals, books, etc.)
yes
no

6

Video presentations
yes
no

6

Conferences/seminars
yes
no

6

Lectures/discussion
with experts
yes
no

6
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Table 16 (cont.)

n

Web-based training
(Internet)
yes
no

6

Other
yes
no

6

Frequency

Percent

0
6

0%
100%

0
6

0%
100%

indicating that they perceived faculty prefer on-site training. O f the 41 faculty
participants, 11 (26%) indicated a preference for off-site faculty training. One (17%)
administrator respondent perceived that faculty prefer off-site training. Conferences and
seminars were the favored educational format for training by 21 (51%) of faculty
participants. Conferences and seminars were perceived as the favorable format for
training by 4 (66%) of the administrators. O f the 41 faculty respondents, 19 (46%)
preferred lectures and discussions with experts and 22 (54%) were not in favor of this
format. O f the six administrators, four (66%) perceived that faculty prefer lectures and
discussions with experts.
R esearch Question #8

Are full-time faculty being offered the training that they or administrators think is
needed?
The choices of the respondents are listed in Table 17 Five (80%) administrators
indicated that they perceive faculty are not being offered the training they think is needed
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Table 17
Preferred Training Setting and Preferred Educational Format of Training Received

n

Faculty are offered training
they think is needed
for instructing adult learners
administrators
yes
no
Faculty are offered training
they think is needed
for instructing adult learners
faculty
yes
no

Frequency

Percent

6
1
5

20%
80%

16
22

42%
58%

38

n (administrators) = 6
n (faculty) = 41
for instructing adult learners. Of the 38 faculty respondents, 22 (58%) responded that
they feel that faculty are not being offered the training needed for instructing adult
learners. Conversely, only one (20%) administrator and 16 (42%) faculty felt that faculty
are offered training that is needed for instructing adult learners.
Com m ents from Respondents

Faculty and administration were also given the opportunity to share their
comments on each of the training items. The follo wing section details comments and
opinions expressed by respondents that are arranged in five themes that surfaced from
content analysis o f the comment*

Table 18)
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Table 18
Written Comments From Respondents

Descriptor

N

Frequency

Percent

Additional off-site training

47

1

2%

Lack o f training

47

6

13%

Site of training

47

5

11%

Delivery system

47

4

9%

Motivation to learn

47

4

9%

Counseling

47

7

15%

One theme was the frustration with the lack o f training received by faculty for
teaching adult learners. Administrative comments include “Instructors are offered very
little training;” and “Nationally, there are lots of conferences/training sessions available."
Faculty respondents in the study wrote they receive limited faculty training: "My training
has been on the job trying different things that worked and not worked,” and "Rarely is
training offered that applies specifically to adult learners." There is not only frustration
over the lack of training received for instructing adult learners, but also the amount of
time available for training. As stated by one faculty respondent, “Instructor training is
definitely an area of concern for all instructors, but there needs to be time to do it.” As a
whole, frustration was a common theme with factors such as lack of training and
resources that inhibit the faculty and keep them from serving adult learners effectively.
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A second theme that emerged from written comments was the continued need for
on-site fa c u lty training by offering on-site conferences and seminar training with lectures

and discussions with experts in the field. The respondents wrote “We have been offered
excellent training in the format of workshops, conferences, and discussions with experts
in the field,” and “this training format has been invaluable.” Comments on the survey
also include “During in-service, have an expert(s) in the field come on-campus and give a
presentation about adult learners,” and “Possible, have former adult learners from
previous year(s) come and tell how they felt about being an adult learner on campus.”
Adult learners brought to campus for faculty training could offer an insight as to
their needs and what training is effective in meeting these needs. The returning adult
learners could communicate to the developers of faculty training programs what skills are
in demand and what skills are obsolete. In the survey, faculty indicated that this would
be a benefit to them in understanding adult learners.
A third theme that surfaced from the written comments was the need for flex ib ility
in the delivery of the instruction and for recognition o f the importance o f individuality o f
the instructor in teaching adult learners. Adult learners entering community colleges
come from a variety of backgrounds and have diverse learning needs. As one respondent
stated,
I don’t believe we need to focus too much on the developmental needs for adults
unless we intend to spend the same effort understanding the developmental needs
o f the traditional student. Every age brings a different set of issues, and a caring,
sensitive teacher will jusi respond to each individual regardless of the age.
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The importance of individuality in teaching and adult learning was identified by one
respondent who stated, “As an instructor, I have noticed many of my students resent so
called bom leaders.” The respondent went on to say, “Perhaps they revert back to being
unpopular in high school. I know that being a leader will have more influence on a
student’s earning potential then any other trait. Good grades are nice, but leadership
traits contribute to success.” While instructors have developed their own method of
instructional delivery, it is important to identify and develop techniques that will cultivate
leadership qualities in adults. These are a few examples o f the many other similar
comments addressing the need for flexible, individualized instruction for adult learners in
community colleges.
On the item of increasing learner motivation, in which 62 percent of the
respondents identified as essential for training, the theme of m otivation of adult learners
based on their learning needs emerged. Comments concerning adult learner motivation
included the following: “Most adult learners I have are highly motivated” and “I would
assume adult learners have the motivation to come back.” One respondent stated,
In many ways the adult learner is very similar to learners of all ages. I think the
learner from the ages twenty-seven to thirty-seven have much different needs than
the learner that is sixty-seven to seventy-seven. Grouping thirty-five and older
learners together is like grouping first grade to sixth grade learners together. The
oldest student that I have had in class is sixty-five to sixty-seven and I have had
many learners in the thirties. Learning styles are different based on ages, but all
learners need to feel important and that learning is important.
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A fifth theme that emerged was the need for appropriate referral or involvem ent o f
p ro fession al counselors with adult learners in community colleges. A respondent stated,

“Sometimes teachers are expected to be social workers and counselors, which can
actually injure the teaching relationship. Assisting the student by helping them make
contact with the proper professional is better for the student.” Another respondent wrote,
“I am unsure of what is meant by counsel. Potentially dangerous ground for faculty.”
In summary, the important themes that emerged in the survey are as follows: lack
o f training; on-site faculty training; flexibility; motivation; and involvement of
professional counselors. There are indications from these responses in the survey that
faculty development could be enhanced if concepts of adult education were used. While
those involved in adult learning become frustrated with the lack of training available,
there is still a sense of pride and fulfillment for the faculty and administrators in what can
be accomplished in a community college setting. Overall, both groups responded
favorably toward the need for faculty development in the following areas: Interpersonal
Skills; Instruction and Curriculum; Developing Leadership; Culture, Community and
Social Issues; and Counseling Adult Learners.
Chapter Five presents a summary of the study, findings, discussion, conclusions,
and recommendations.

CHAPTER V
SUMMARY, DISCUSSION AND RECOMMENDATIONS
Summary o f Research
Full-time faculty working at community colleges are generally trained and
educated to work with traditional age students in traditional classroom settings. Concerns
exist regarding the extent to which full-time faculty feel adequately prepared to address
the education and non-educational needs o f adult learners. The findings of this study
indicate that some of the faculty who participated in this study are not aware o f the
principles and practices of adult education and benefits from training.
The purpose of this study was to assess the perceived training needs of full-time
faculty at five community colleges located in North Dakota and western Minnesota. The
study identified training needed by faculty at community colleges as perceived by
administrative personnel (e.g., vice president and deans) and full-time. In addition, the
study assessed the preferred training settings and formats for addressing the identified
training needs.
Findings and Discussion
The population in this study consisted of full-time faculty and administrators from
five community colleges (i.e., three in North Dakota, two in western Minnesota). The
community colleges surveyed included the following: Lake Regie*' State College,
Northland Community and Technical College, Bismarck State College, Williston State
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College, and Fergus Falls Community College. The criteria for participation in the
survey required that the community colleges selected incmded adult learners and were
located in North Dakota and western Minnesota. Additionally, two criteria were imposed
in order for a community college to be included in the study. First, each community
college had to be accredited. Second, each community college had to be state funded.
A total of 20 administrators (i.e., deans and vice presidents) and 295 full-time
faculty serve in the five community colleges at the time the study was conducted. The
survey instrument was mailed to 20 full-time faculty from each community college,
chosen randomly and to all 20 administrators. Two survey instruments (i.e., one for
administrators and another for faculty) were developed. The instruments for the
administrators and the faculty are reproduced in the Appendices A, B, and C. The survey
for administrators and faculty requested information on demographics o f respondents,
training areas for instructor’s development, preferred training setting and preferred
educational format for training.
The data were analyzed using descriptive statistics and content analysis. Minitab
software was used to calculate the descriptive statistics. The questions and answers are
summarized below.
R esearch Question #1

What training opportunities were offered in the fall semester of 2002 to full-time
faculty in order to help them provide academic and non-academic services to
adult learners at community colleges?
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This study shows that the five community colleges made the effort in Fall 2002 to
address the faculty training needs by offering faculty development programs on site and
off site. The five community colleges surveyed offered faculty the opportunity to attend
conferences/seminars that offered lectures/discussions with experts in their field of study
including adult learners.
The five community colleges have reading materials for faculty development that
include books and journals along with video presentations to illustrate effective teaching
methods for adult learners. The study also shows that faculty development programs are
available on-line and faculty have access to computers at each of the community colleges
surveyed. This information supports the impression that college faculty and
administration are attempting to revitalize their classrooms while continuing to adapt to
increasingly more diverse student needs. The pressures of budget constraints, student
diversity, and changing faculty needs often motivate community college faculty
development programs.
Research Question # 2

What types of training (i.e., interpersonal skills, instruction and curriculum,
leadership programs, social issues, and counseling of adult learners) do
administrators identify as essential for full-time faculty at community colleges to
help them provide academic and non-academic services to adult learners?
Berquist and Phillips (1975) point out that prior to the mid-1970s, efforts at
faculty development had been either cosmetic or based on faulty assumptions about the
ways in which faculty and students learn, change, and grow. According to Aleamoni
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(1997), an effective faculty development program needs the following: (1) training for
faculty in improved classroom performance; (2) a supportive environment within the
faculty member’s academic organization; and (3) an opportunity for faculty to examine
and reflect on their own personal values and attitudes as to how they might influence
their professional lives.
Five o f the six administrators indicated that it was essential to make instruction
relevant to the lives of adult learners. This is in agreement with the literature that
recognition is growing that adult learners differ in capabilities, skills and styles and have
a need for educational programs tailored to suit individual differences (Ostar, 1981).
As indicated by the literature, additional challenges for faculty include increasing
and sustaining student motivation, using multiple strategies to address the diverse needs
of the students served, accommodating learners with various learning styles, and
providing informal counseling for the unique needs o f adult learners (Giroux, 1989).
The findings of this survey indicate that administrators are aware of the principles
and policies of adult education and that a comprehensive training program is essential.
The items that five or more administrators agreed to as essential in faculty development
programs are listed in Table 14 and Table 15, and include the following:
1. Using effective communication techniques with adult learners;
2. Make instruction relevant to the lives of adult learners;
3. Develop communication skills in adult learners;
4. Develop problem-solving skills in adult learners;
5. Conduct alternative forms of assessment.
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6. Understand sociocultural differences o f students;
7. Understand characteristics of adult learners; and
8. Offer classes on weekends, evenings and in accelerated format;
Effective communication techniques a n d making instruction relevant.

Administrators identified faculty *

ng in effective communication techniques with

adult learners and making instruction relevant to the lives of adult learners as essential in
faculty development programs. This is important because o f the need for educational
content for adult learners that is relevant to work experience. Also, effective
communication techniques may enable the instructor to work more effectively with the
diversity o f adult learners in the classroom. Therefore, learners can apply techniques
learned in the classroom to real situations in the work environment.
Faculty using effective communication techniques with adult learners and
utilizing instruction relevant to the lives of adult learners can foster adult learning. The
faculty may be able to teach the learner through his or her lear ning style, through active
learning labs, or by learning in the actual context of the work environment. Motivation
for the adult learner may increase, as they understand the relevance of material being
taught pertaining to real life experience.
D evelopin g communication skills an d problem solving skills. Administrators

identified faculty training in developing communication skills and problem solving skills
as essential in faculty development programs. This is important because the learner must
be able to communicate using written or verbal communication in order to obtain and
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maintain employment. If faculty are able to instill problem-solving skills in the adult
learner, the learner will be able to apply these skills in the workforce.
Faculty developing the communication skills and the problem solving skills of
adult learners can foster adult learning. Learners can develop skills to think critically and
problem-solve for themselves and communicate solutions effectively. The development
of critical thinking skills and ability to communicate thoughts is essential for life-long
learning and the adult learner may be able to apply techniques learned toward many
different types of situations in the course of their lives.
Conduct alternative form s o f assessment. Administrators identified faculty

training in conducting alternative forms of assessment as essential in faculty development
programs. This is important because there are several ways in which people learn and
assessments should be tailored to reflect this. Various methods of assessment may be
utilized to determine whether the student is learning the course material. The faculty can
modify assignments and the teaching style in order to meet the learning needs of the
student. Assessment can be done through assignments, class discussion, application labs,
and criteria met during fieldwork (on the job) experiences.
Faculty conducting alternative forms of assessment with adult learners fosters
adult learning because there are many different forms of learning. Some students do well
on written exams while others do well during real life situations. Faculty could know
what the “correct challenge” would be for the learner and then access them at that level.
Understanding sociocultural differences and characteristics o f adult learners.

Administrators identified faculty training in understanding sociocultural differences and
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characteristics of adult learners as essential in faculty development programs. This is
important because of the need for faculty to understand the social and cultural differences
in order to communicate to the adult learner in a format that is understandable to the
learner for learning to take place. The faculty should understand the other roles and
demands that are placed on the adult learner in order to modify teaching style to meet the
needs of the adult learner.
Faculty who understand sociocultural differences and characteristics of adult
learners fosters adult learning because it facilitates communication between the student
and faculty. By understanding the differences and characteristics of the adult learner,
faculty can create opportunities to enhance learning for the student. Also, a trained
faculty member may be able to understand the roles and responsibilities of the adult
learner and assist the student in balancing these roles and responsibilities while
incorporating them into the learning process.
Offering classes on weekends, evenings, and in accelerated format.

Administrators identified faculty training in offering classes on weekends, evenings, and
in accelerated format as essential in faculty development programs. This is important
because it provide opportunities to adult learners in the community to return to school in
a format that will allow them to maintain their other roles and responsibilities. Also,
adult learners are able to take advantage of the programs that fit around work and family
schedules. With the availability of programs in other formats, students would be able to
integrate material learned in the classroom to their own work environment. According to
the literature, since time is at a premium for today’s adults, they are looking for
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efficiency in presentation as quality in content to meet their educational needs (Block,
1991).
Faculty teaching classes on weekends, evenings and in accelerated format fosters
adult learning because adult learners are able to learn on an a need to know basis. The
alternative formats can enhance further learning in a short amount of time when accurate
and timely feedback is provided to the adult learner. The adult learner may be motivated
to learn when there are employer incentives to go back to school due to the accelerated
format to complete a degree program in a shorter amount of time.
Research Question #3

What types of training (i.e., interpersonal skills, instruction and curriculum,
advising and counseling, and social issues) do full-time faculty at community
colleges identify as essential for providing academic and non-academic services
to adult learners?
In the study, the faculty respondents indicated problem-solving skills and
adapting instruction to adult learners was essential as was making instruction relevant to
the lives of the adult learners. The literature indicates that when the schedule that adult
students follow is combined with educational expectations, they may display little
patience for activities that do not seem practical or justified (Aronson, Hansen & Nerney,
1996). This is also important because, in the literature, it states that tightly structured and
paced courses may be unsuited to many learners, and inappropriate for a course in which
many students would have relevant personal knowledge and insights to contribute
(Taylor & Kaye, 1986). The majority of the faculty showed that understanding the adult
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learner and the requirements to be successful in college would be essential in faculty
development programs and assist the faculty in curriculum and instructional
development.
The items that 25 or more faculty agreed as being essential in faculty
development programs are listed in Table 14 and Table 15, and include the following:
1. Understanding the community the college serves;
2. Understand characteristics of adult learners;
3. Developing student’s self-esteem/self image as learners;
4. Increasing learner motivation;
5. Using effective communication techniques with adult learners;
6. Using life/work experiences in the classroom;
7. Making instruction relevant to the lives of adult learners;
8. Understanding college requirements;
9. Counseling students effectively;
10. Developing problem-solving skills in adult learners;
11. Developing communication skills; and
12. Handling conflict in the classroom.
Understanding the community the college serves. Faculty identified training in

understanding the community the college serves as essential in faculty development
programs. This is important because by understanding the economic, employment and
cultural needs of the community, the faculty should be able to make material in the
classroom relevant to adult learners’ experiences. Training the faculty to understand the
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community the college serves may help in determining what trends are occurring in the
workforce and with local and national employers in the community.
Faculty understanding the community the college serves will foster adult learning
because they can provide the adult learner with the skills, knowledge, and abilities to
become employed in the community. The faculty could find opportunities within the
community to foster adult learning and communicate the information to the adult
learners.
Understanding characteristics, developing self-esteem/'self image and increasing
motivation o f adult learners. Faculty agreed that training in understanding

characteristics, developing self-esteem/self image and increasing motivation of adult
learners is essential in faculty development programs. This is important because
understanding the characteristics of the adult learner can help the instructor in developing
and delivering the coursework. According to Knowles (1970), the main characteristics of
adult learners include being problem-centered rather than a subject-centered oriented in
learning. By knowing the characteristics of the adult learner, the faculty can develop
self-esteem and increase motivation by providing the right learning challenge to achieve
competence at one level before proceeding to the next level in the classroom.
Faculty understanding the characteristics of adult learners, methods to develop
self-esteem/self image, and increasing motivation of adult learners can foster adult
learning. The learner can be motivated by measurable, timely feedback in order to learn
more about the topic and achieve competence in the knowledge and skills needed for
employment. The development of the adult learner’s self-esteem and confidence in
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abilities will help them in professional presentation of their ski lls and abilities along with
demonstrating competence.
Effective communication techniques, life/work experiences and making instruction
relevant to the lives o f adult learners. Faculty agreed that training in using effective

communication techniques, life/work experiences of adults in the classroom, and making
instruction relevant to the lives of adult learners are essential in faculty development
programs. This is important because effective communication techniques can enable the
instructor to motivate and work successfully with adult learners in the classroom.
Effective communication techniques can improve the delivery of instruction to the adult
learners and life/work experiences may assist adult learners build upon previous
knowledge in order to build competencies in new areas. Making the material relevant to
what the adult learner has chosen to do as a career can motivate the learner.
Faculty using effective communication techniques, life/work experiences of
adults in the classroom, and making instruction relevant to the lives of adult learners will
foster adult learning because the adult learner should be able to apply reasoning skills
from previous experiences and then to new learning situation.. Making instruction
relevant to the adult learner should enable him or her to see the direct relation between
material taught in the classroom and material on the job.
Understanding college requirements and counseling students effectively. Faculty

agreed that training in understanding college requirements and counseling students
effectively is essential in faculty development programs. This is important when
considering the time and financial resources for the adult learner when pursuing their
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degree. Faculty should know how to communicate requirements for the degree in order
to assist the student. According to Block (1991), faculty should remain current in their
disciplines and have the skills to convey their expertise effectively to adult learners.
Faculty understanding college requirements and counseling students effectively
will foster adult learning. The adult learner may consider taking classes that could be a
requirement of other programs and expand their options in selecting a career field. The
faculty could match skills and abilities with program requirements, thus building self
esteem and competence in the career area selected.
D eveloping problem -solving skills, communication skills and handling conflict in
the classroom. Faculty agreed that training is developing problem solving and

communication skills of adult learners along with handling conflict in the classroom is
essential in faculty development programs. According to the literature, where adult
learners are lacking in formal education, they prefer a learning style and environment
more structured than ones that are more complicated (Perry, 1970). This is important
because the development of problem solving and communication skills can prepare the
student to handle many types of situations effectively within the context of their work
environment. The manner in which conflict is handled in the classroom may influence
the self-image/self-esteem of the student. If confli ct is handled poorly, it may affect the
motivation of the student in attempting other learning challenges and/or participation in
the learning environment.
Faculty developing problem-solving and communication skills of adult learners
along with handling conflict in the classroom will foster adult learning. It will provide
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strategies that the student could incorporate in other situations in order to identify,
analyze and solve problems and communicate to other people in their environment. The
student may be empowered to seek out other learning opportunities in the community.
Competence in communication and problem-solving techniques will enable the adult
learner to engage in other learning environments.
Research Question # 4

What training settings (e.g., on-site, off-site) do full-time faculty at community
colleges prefer when learning about providing academic and non-academic
services to adult learners?
According to the study, full-time faculty at community colleges prefer on-site
training in the school setting. The faculty indicated that time constraints and expenses
were reasons for their preference of on-site training. Tne cost of travel and the time
being away from the classroom may affect their current or future workload The
literature supports that there are many factors affecting faculty at community colleges
including heavy teaching loads, lack of variety in teaching assignments and feeling “out
of touch” with technical, career, and academic developments in chosen fields (Giroux,
1989; Gratton, 1989). On-site delivery would allow the faculty to work training into their
schedule so that they could attend more easily while taking care of daily activities. Based
on the responses of the survey, this seems to be a consistent concern by faculty in the
delivery o f faculty training programs.
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Research Question #5

What educational format (e g., written self-instruction materials, video
presentations, conferences) do full-time faculty at community colleges prefer
when learning about providing academic and non-academic services to adult
learners?
Many of the national approaches to teaching improvement include some form of
specific training to improve teaching skills such as workshops on instructional skills,
advanced teaching, and activating learning in the classroom (Schuster & Wheeler, 1990).
The faculty and administrators surveyed in the study indicate that they have the same
preference for development programs that include workshops, conferences, and seminars
with experts in the field. This is consistent with the literature wherein Lewis (1994)
stated that the programs that have been successful have provided a minimum amount of
lecture and were non-threatening to participants, including workshops that have
emphasized variety of techniques: videotapes, case studies, modeling, role-playing, group
processing and experiential exercises.
The faculty indicated that interaction would be a benefit in program development
programs. They indicated that they did not prefer to watch video presentations or use
web-based training. All six administrators agreed with the faculty in that video
presentations or web-based training is not the preferred format for faculty training. Each
of these methods could be done on-site, but could be frustrating for faculty. The faculty
may not have the computer skills to utilize web-based training. The training programs
would need current video presentations in the area of adult learning and unfortunately,
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the expense of purchasing new videos may not be a priority in the budget. Web-based
learning requires training on how to find the needed material, but training may improve
this method for faculty.
Research Question #6

Are there differences between administrator and full-time faculty perceptions of
the training essential for providing academic and non-academic services to adult
learners at community colleges?
A reas o f Agreement Between Administrators and Faculty

In the area of faculty development programs, there were areas that administrators
and faculty agreed on as being essential in the survey. The items in the survey that
administrators and faculty agreed as being essential are listed in Table 14. Table 14
consists of all items where there was a ten percent or less difference in agreement
between administrators and faculty that training was essential. The top five items for
which there was agreement in the essential category by faculty and administrators are as
follows:
1. Forming college/corporate partnerships;
2. Understanding the community the college serves;
3. Developing student’s self-esteem/self image;
4. Handling conflict in the classroom; and
5. Increasing learner motivation.
Forming college/corporate partnerships and understanding the community the
college serves. Administrators and faculty agreed that training in forming

college/corporate partnerships and understanding the community the college serves is

105
essential in faculty development programs. This is important because the community
college is able to take advantage of human resources and learning opportunities in the
community to facilitate adult learning. According to Jordon (1990). some community
colleges have formed partnerships with business in order to deliver adult education in
response to industry needs. The community college can help adult learners keep up with
changing trends in chosen career fields and changing trends and needs within the
community the college serves. The learning experiences presented in the context of the
actual work environment made possible through corporate partnerships with businesses in
the community will allow for practical on the job training within the course curriculum
for the adult learner.
According to Cohen and Brawer (1989), community colleges have developed a
reputation of being able to change more frequently and easily in adapting to new clients
and programs. By offering learning experiences in the context of the actual work
environments through corporate partnerships with businesses in the community, adult
learners are given the opportunity to assume the roles and responsibilities needed for their
professional development. Through an assessment of the community, the college may be
able to offer the adult learner alternatives in meeting their educational needs such as
continuing education courses and/or custom training programs.
Faculty tr, lining in forming college/corporate partnerships and understanding the
community iV college serves will foster adult learning because the faculty will be able to
use experts in the community and conduct field trips to area businesses in order to
facilitate learning. The faculty wiil be able to keep up with the current trends and
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changes in the career field and may be able to utilize the human resources available
through area businesses. Understanding the needs of employers in the community and
incorporating this into curriculum can foster learning that is relevant for employment in
the community.
D eveloping student's self-esteem /self image as learners, handling conflict in the
classroom, and increasing learner motivation. Administrators and faculty agreed that

training in developing student’s self-esteem/self image as learners, handling conflict in
the classroom and increasing learner motivation is essential in faculty development
programs. This is important because the manner in which conflict is handled in the
classroom could either increase or decrease the self-esteem/self image of the adult
learner. Faculty can help adults confront the fear of attending college by reinforcing the
fact that all students, regardless of age, experience fear and discomfort when beginning
new academic ventures (Jeffers, 1987).
The adult learner will need to establish competency in basic skills such as reading
and writing before moving on to higher levels of learning. Training faculty on how to
provide measurable, constructive criticism may motivate the learner in achieving a higher
level of excellence or competence in the coursework. Therefore, it is important to
understand the characteristics of the adult learner and consider their needs when
designing the curriculum.
Faculty training in developing student’s self-esteem/self image as learners,
handling conflict in the classroom, and increasing learner motivation will foster adult
learning. Developing an individual’s self-esteem may increase the motivation of the adult
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learner. Faculty can motivate the adult learner by providing the right learning challenge
to achieve competence at one level before proceeding to the next level. If conflict occurs
in the classroom, faculty can foster learning by effectively addressing the situation.
Disagreem ent by Administrators and Faculty

In the study, there were items in the essential category that administrators and
faculty had disagreed on. The items in the survey that administrators and faculty
disagreed as being essential are listed in Table 15. Table 15 consists of all items where
there was more then a ten-percent difference between administrators and faculty. The top
five items for which there was disagreement in the essential category by faculty and
administrators are as follows:
1. Conducting alternative forms of assessment;
2. Teaching students effective techniques for dealing with multiple demands;
3. Understanding the aging process;
4. Developing communication skills; and
5. Creating learning communities.
Conducting alternative form s o f assessment, developing communication skills and
creating learning communities. Administrators and faculty disagreed in their assessment

o f how essential training was in conducting alternative forms of assessment, developing
communication skills and creating learning communities. This is important because more
administrators than faculty thought these items were essential for faculty development.
What is interesting is that administrators seem more convinced of the importance of
conducting alternative forms of assessment, developing communication skills and
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creating learning communities. All of these are instructional issues that faculty should
value, but yet they are not as strong in support as is the administration. The responses
indicate that the administrators express more interest, in instructional innovations. Why
this difference has occurred should be examined further.
Through assessment, the faculty could ascertain the kinds of learning that has
occurred to determine the strengths and weaknesses of a particular course. Assessment
can ensure that adequate learning has occurred to meet the requirements of the chosen
profession of the adult learner and can improve the effectiveness of faculty development
programs.
Faculty training in conducting alternative forms of assessment, developing
communication skills, and creating learning communities can foster adult learning. The
effect of group dynamics and the structure of the learning community created, coupled
with criteria given for self-assessment of learning, will assist adult learners in the
facilitation of their own learning experiences. Faculty development in creating learning
communities could have an effect on adult learners in their lifelong learning. As a result,
the adult learner may be motivated to seek out new learning opportunities.
Teaching students effective techniques fo r dealing with multiple demands and
understanding the aging process. Administrators and faculty disagreed in the essential

category on training in teaching students effective techniques for dealing with multiple
demands and understanding the aging process. This is important because the faculty
responses were a higher percentage than administrator responses for these items as being
essential for faculty development. The responses indicate that the administration may not
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understand the importance of dealing with multiple demands and understanding the rating
process. The faculty works with the adult learner on a regular basis and can have a better
understanding of the learner’s needs. Administrators may not have the opportunity to be
in contact with the adult learner like the faculty, because of the demands of their
administrative position.
Faculty training in teaching students effective techniques for dealing with
multiple demands and understanding the aging process can foster adult learning because
the faculty could adapt communication techniques to meet the needs of adult learners.
The adult learner may not be as coordinated or quick as the traditional student, have
physical limitations due to past injuries from work, or have visual or hearing
impairments. In addition, the adult learner may be more resistive to technology used in
the classroom and as a result, may have a slower learning pace. The faculty could use life
experiences shared by older students in the classroom as a sounding board for new
learning opportunities. The faculty could address these issues with training in faculty
development programs.
Research Question # 7

Are there differences between administrator and full-time faculty perceptions of
the training setting and educational format that full-time faculty prefer at
community colleges?
The study indicates that administrators and faculty agree on the training setting.
The majority selected on-site as the preferred setting and this may be due to time and
financial constraints. The literature supports the need for dealing with the budget
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creatively so faculty development needs can be addressed. This is important because
development programs need financing to maintain current training material and to
provide speakers that are experts in the field. Administrators and faculty also agreed on
the educational format for program delivery with the majority indicating that conferences
and seminar training were the best method for delivery. The majority of administrators
and faculty responded that lectures and discussions with experts in the field were
preferred for faculty development. Experts can provide information and responses to
questions that are current to the field.
Research Question #8

Are full-time faculty being offered the training that they or administrators think is
needed?
The study suggests that training in new instructional methods and strategies,
curriculum development and learning styles should be made available to faculty. The
majority o f faculty surveyed indicated that there is insufficient time in their schedule to
participate in faculty development programs. Administrators were more satisfied with
faculty and instructional development at their colleges than were faculty. Even though
the community colleges surveyed offer program development programs, there is an
indication that the majority of faculty responded that the training needed is not being
offered. The responses imply that this could be a communication or even an instructional
delivery problem that could be due to a lack of resources. The literature indicates that a
lack of training for faculty is related to inadequate training resources (Block, 1991).
Faculty development opportunities may not be communicated or delivered based on the
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available equipment and so poor attendance or participation would affect future
programs. If the training material is outdated, then the faculty may not benefit from the
instruction that is offered. Outdated instructional material would also have an affect on
the attitude of the faculty as to the effectiveness of the development program.
Conclusions
The characteristics described by White (1980) in the literature indicate the
direction and movement of higher education is to work towards accommodating adult
learners. In order to develop successful programs, there would need to be high faculty
involvement, feelings of ownership, increased colleague support, shared goals and
renewed commitment to teaching and learning by the faculty (Gratton, 1989). It is
apparent that the community colleges surveyed offer varied faculty development
programs. Based on the findings of this study, it appears that community college full
time faculty receive training. However, there is still a perceived need for training in
many areas.
Communication about development programs to faculty can be through many
effective methods such as one-purpose publications and newsletters (Alfano, 1993). The
study indicates that faculty may not be aware of the development programs offered at on
site and off-site locations. The community colleges surveyed offer faculty on-site and
off-site training and faculty can attend conferences and seminar training. The
development programs at the colleges surveyed include on-site journal articles, books,
and videos for the faculty. Perhaps this is reflective of the flexibility each community

112
college gives to faculty development programs conducive to the unique educational needs
of adult learners.
There are indications from the survey results that faculty development could be
enhanced through faculty training in areas of adult learning. The literature further states
that adult learning at community colleges could be improved if the practices of adult
education were implemented in faculty development programs (Giroux, 1989). Specific
training would prepare faculty members to work effectively with adult learners in the
classroom by providing training in such areas as effective communication, problem
solving, critical reflective thinking and decision making. In order for faculty to work
with the adult learners, it is important to understand the characteristics of the adult learner
and the barriers to adult learning (Cross, 1981).
The study shows that administrators and faculty disagree on development
programs in the areas of conducting assessment and teaching students effective
techniques for dealing with multiple demands. According to Taylor and Kaye (1986),
research from a variety of different sources demonstrates a diversity of motivations,
orientations to study, and learning strategies among adults. The study by Taylor and Kay
(1986) also suggests that the faculty might wish to adopt flexible approaches to the use of
various course materials.
Apparently, there is some concern over the lack of faculty training offered as a
result of inadequate resources. Lack of required resources to improve development
opportunities and institutional changes is a problem for community colleges. Budget cuts
and time constraints affect whether faculty decide to attend off-site and on-site seminars
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and conferences. The findings concur with the literature that such factors as methods of
instruction, training site, and commitment can facilitate or impede learning. The faculty
development programs on-site and off-site that have non-threatening approaches may
increase commitment to teaching by faculty and administrators, and enable faculty to
concentrate on the learning delivery (Lang, 1988).
In faculty development programs, the faculty may perceive strong and meaningful
relationships between professional development and their instructional effectiveness and
personal growth (Gratton, 1989). Many faculty members may engage in training
programs, but not as part of faculty development. Despite the fact that the majority of
faculty indicated that they do not prefer web based training, it can be a cost effective
means for instructional delivery. Individualized instruction available on the Internet can
assist faculty in instructional development, but may not address the issues needed for
faculty development in the area of adult learners (Moore, 1988). Individualized
instruction could involve the use of web-based mentor programs, which involve the
assignment of full-time faculty members as mentors to new faculty. A mentor program
can provide the opportunity for experienced faculty to share their professional insights
and experience to provide support to newer faculty.
It seems critical that adult learners attending community colleges receive the
educational instruction necessary for them to become prepared to lead full, productive
lives, and the faculty responsible for providing this education must receive adequate
training. Yet, it is also critical that faculty feel comfortable in addressing those needs and

114
feel adequately prepared and not overwhelmed. Community college faculty have a
challenging task in meeting the unique needs of adult learners.
Through assessment, the faculty could ascertain the kinds of learning that have
occurred to determine the strengths and weaknesses of a particular course. Assessment
can ensure that adequate learning has occurred to meet the requirements of the chosen
profession of the adult learner. Assessment can improve the effectiveness of faculty
development programs. According to Alfano (1993), some community colleges use an
evaluation process in the faculty development program in order to assess the
effectiveness of faculty training programs.
The findings of this study indicate that faculty and administrators have similar
concerns about the lack of funds and time available at their community college for faculty
development. This would have an effect on the type of development programs offered
and the delivery method. The concerns are based on the reasoning that faculty
development programs at community colleges may affect institutional outcomes and
integrity. With the lack of resources facing community colleges in the future perhaps a
compromise between administrators and faculty on what is offered to balance the needs
of all faculty.
It is interesting to note that while budget constraints and lack of resources inhibit
faculty development programs, web-based training was not a preferred format by
administrators or faculty. It would be a cost-effective way to develop faculty at
community colleges. Therefore, further research needs to be conducted as to why webbased training is not preferred.
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Recommendations to Community Colleges
The following recommendations are made to enhance the training community
college faculty receive in professional development programs in order to work with adult
learners.
1. There should be a clear description and an effective communication process to
the faculty about the development programs at the community college. The
training opportunities should be well publicized and varied.
2. A recommendation is made to better understand the reasons for disagreement „
between administrators and faculty on training needs. These items include the
following: conducting alternative forms of assessment; teaching students
effective techniques for dealing with multiple demands, creating learning
communities; developing communication skills; and understanding the aging
process. It is important to note these areas of disagreement because they have
implications on what training should be offered.
3. Faculty development programs should include education of the principles and
practices of adult education. Problem-solving and critical reflective thinking
that relates to the real life problems of adult learners should be encouraged in
the faculty development programs.
4. Faculty development training should be provided on adapting classrooms to
meet individual learning needs including learning styles, adult learning needs,
accommodations for employment and faculty workload demands. This will
require an adjustment in assessment methods.
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5. Development programs should help achieve self-direction and empowerment
for the faculty. It should be a collaborative effort between administrators and
faculty to create a social climate that fosters learning in a participatory
environment.
6. Ways to share faculty expertise across campus should be explored. A
residency program where faculty can teach at another institution in the state
for a semester would help contribute to the professional development of
colleagues statewide and benefit the faculty person as well. Networks among
community colleges should be established for faculty so that they can share
and communicate ideas and concerns with each other. Faculty should have
access to computer networks that link faculty members together by providing
them with list servers and chat rooms for sharing professional information in a
timely, informal way.
7. Every faculty member should have easy access to a computer and should have
the opportunity to subscribe to professional journals or conferences.
8. A network of community college faculty experienced with adult learners
should be developed. Who better to serve as expert lecturers in professional
development programs than the community college faculty who are directly
involved in teaching adult learners? In addition, this is a cost-effective
method for training.
9. Administrators and faculty should collaborate in developing policies,
addressing funding, conference travel and participation, and merit for
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participation in faculty development and administrative support. Policies
should be established on who should attend conferences, how faculty
members are selected for attending conferences, selecting which conferences
to attend, and methods to share conference experiences with others.
10. The funding for faculty development programs should be reviewed and
compared to community colleges with effective training programs defined by
the administrators and faculty. Benchmarks need to be established in order to
evaluate whether the handing is sufficient or adjustments need to be made.
Colleges may need to access needed resources through partnerships with other
community colleges, for-profit and not-for-profit organizations, and
individuals.
11. A committee of administrators and faculty should receive evaluations of the
faculty development program in order to improve the training program and
determine the effectiveness of the overall effort. Collaboration would help
faculty feel empowered in their own personal and professional development.
12. Faculty development programs should encourage faculty and administrators to
work together to better understand the motive of their adult students and to
develop strategies to help these students succeed.
Creative, low-cost faculty development should be offered, perhaps on an
experimental basis based on the availability of resources. Faculty are an integral part of
the educational process when working with adult learners and can help the learner meet
their educational objectives. Essential educational opportunities are provided by the
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faculty for the adult learner who, for whatever reason, are attending community colleges.
Therefore, it is felt that by providing appropriate training of community college full-time
faculty, a more solid curriculum and educational learning experience would be available
to adult learners in community colleges.
Recommendations for Further Study
Recommendation One

A study should be conducted to determine the effectiveness of faculty
development programs and the relationship of effectiveness to the amount of money
spent on faculty development. A study should determine whether instruction and to what
extent using adult learning theories increases the degree of student achievement.
Recommendation Two

Because this study is an exploration of perceived faculty training needs,
replication is necessary in order to make further comparisons. It is recommended that
community colleges help develop and support research programs for this purpose. The
information could be collected through faculty interviews in concert with the completion
of a survey instrument.
Recommendation Three

A study should be conducted that examines two areas of adult learning:
adult learner-faculty relationships, and adult learner behavior in community colleges.
This could be conducted through classroom observation and interviews with adult
learners and faculty at community colleges.

\
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Recommendation Four

Further research should be conducted to address the effectiveness of faculty
development strategies in community colleges. The study would concern the following
approaches to the improvement of teaching in community colleges: faculty development
project grants, workshops and seminars, mini-courses, and concept-based training using
current teaching methods.
Clearly, faculty development programs are an integr? part of the educational
process and serve a vital need at the community colleges. They provide essential
opportunities for faculty to develop their skills in working with adult learners. It is felt
that by providing appropriate training for faculty at community colleges, a more solid
curriculum and instructional program will be available in the community college settings.
Recommendation Five

A study of adult learners, those with and without experience with web-based
learning, examining what faculty need to know to be effective instructors of adults.
Recommendation Six

A study should be undertaken to better understand why faculty do not prefer
web-based learning in faculty development programs.
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June 4, 2002
Henry C. Roehrich
540 Carleton Court #106
Grand Forks, ND 58203
Dr. Tammy Bailey
Department of Social Work
University of North Dakota
Box 7135
Grand Forks, ND 58202
Dear Dr. Bailey:
I will be conducting a study, under the supervision of Dr. Katrina Meyer from the
department of Educational Leadership at the University of North Dakota, to investigate
perceived training needs of faculty working with adult learners at community colleges in
North Dakota and Minnesota.
The study will survey administrators and faculty co identify the training that
administrators and faculty consider important for working with adult learners.
With your permission, I plan to modify information from your study “Working With AtRisk Students in Truants’ Alternative and Optional Educational Programs: An
Exploratory Assessment of Perceived Staff Training Needs”. I will adapt the survey
instrument from your study to meet the needs of my research on the perceived faculty
training needs.
Please respond to me in writing if you are willing to allow me to use the survey
instrument and information from your study in a modified form. I will send you a copy
of the survey instrument. Upon completion of the dissertation, I will send you a copy for
your review. If you have any questions, please feel free to contact me at (701)740-3176
or (701)594-5715. Thank you.
Sincerely,
Henry C. Roehrich
Doctoral Candidate
Educational Leadership
University of North Dakota
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O F

N O R T H

D A K O T A

DEPARTMENT OF SOCIAL WORK
P.O. BOX 7135
GRAND FORKS, NORTH DAKOTA 58202-7135
PHONE (701) 777-2669
FAX (701) 777-4257

August 24, 2002

Henry Roehrich
Doctoral Student
Education Leadership
Box 7189
University of North Dakota
Grand Forks, North Dakota 58202-7189
Dear Mr. Roehrich:
Thank you for your interest in the research and questionnaire about staff
development needs for personnel associated with Alternative and Optional
Education Programs. I will be happy for you to use the “Staff Development
Directory Survey Questionnaire” in part or in its entirety, and I hereby give you
permission to do so.
I am pleased to state that I support your research project in identifying needs of
professionals working in the area of nontraditional student education. To ensure
that professionals have the knowledge base and skills necessary to work in these
unique environments, on-going training and preparation of staff is essential. The
information from your study will significantly contribute to the efforts in educating
and training professionals who directly provide services to this population of
students.
Good luck in your research project. I would be most appreciative if you would
send me a copy of your final research project. Please feel free to contact me i f !
can be of further assistance.
Sincerely,

Tammy Lynn Blahy, Rh.D., LCSW (ND), BSSW
BSSW Program Coordinator
Assistant Professor

J
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Date: November 20, 2002
Dear potential research participant:
My name is Henry Roehrich. 1 am a doctoral candidate in Educational Leadership at the
University of North Dakota in Grand Forks. The research I propose to conduct at your
school will involve the completion of a services and demographics mail survey with
administrators and faculty, asking questions about their opinion on perceived faculty
training needs essential in working with adult learners in community colleges. Adult
learners considered in this study are students over the age of 35.
No information will be released to anyone. Any reports related to the study will only
present group data. Further, although your help is truly appreciated, you are completely
free to choose not to participate or skip questions. It will in no way affect your college,
program, faculty or you personally.
The UND Institutional Review Board has approved the research protocol. Questions for
the Institutional Review Board concerning this study may be directed to Cindy Rerick at
the Office of Research and Program Development, (701)-777-4279. Questions
concerning your rights as a participant in this research can be addressed to the Committee
Chairperson, Educational Leadership, University of North Dakota, 701-777-4255.
Any further questions that you may have regarding the study may be directed to:
Henry C. Roehrich
Dr. Katrina Meyer
701 -594-5715
Educational Leadership, UND
701-740-3176
701-777-4255
Thank you.
Sincerely,

Henry C. Roehrich
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Date:
Dear research participant:
I would like to thank you for participating in the research that I am conducting at your
school. The research involves the completion of a services and demographics mail
survey with administrators and faculty, asking questions about, their opinion on perceived
faculty training needs essential in working with adult learners in community colleges. If
you have not had the opportunity to complete the survey on faculty development, would
you complete and mail it back to me as soon as possible.
The UND Institutional Review Board has approved the research protocol. Questions for
the Institutional Review Board concerning this study may be directed to Cindy Rerick at
the office of Resear ch and Program Development, (701) 777-4279. Any further
questions that you may have regarding the study may be directed to:
Henry C. Roehrich
Dr. Katrina Meyer
701-594-5715
Educational Leadership, UND
701-740-3176
701-777-4255
Thank you.
Sincerely,

Henry C. Roehrich
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Participant Consent Form
You are being asked to participate in a study to explore the training needs of faculty
working with adults at community colleges in North Dakota and Minnesota. If you agree
to participate, you will be asked to complete a survey on topics important to staff
training. You will also be asked to provide some demographic information (e.g., job title,
years of experience, level of education, etc.).
Your participation in the mail s irvey is voluntary and will not affect you. You may
decide not to participate or skip questions and this decision cannot harm your relation
with the University of North Dakota. Participants may benefit from this research in the
future as faculty development programs are developed to address the needs of adult
learners.
No identifying names or codes will be used on any of the survey instruments. Individual
surveys will not be made available to anyone other than myself and will not be made
public in any way. The responses will remain confidential and any repots will present
group data exclusively. The research data and consent form/personal data will be
retained and locked in a separate location for 3 years following the completion of the
study. The data will be incinerated after 3 years.
The UND Institutional Review Board has reviewed this project. Questions for the
Institutional Review Board concerning this study may be directed to Cindy Rerick at the
Office of Research and Program Development, (701)-777-4279. Further, questions
regarding this research project and your rights as a participant may also be directed to the
Committee Chairperson: Dr. Katrina Meyer, Educational Leadership, University of North
Dakota, Grand Forks, North Dakota, 58202, (701)-777-4255. Thank you.
I have read and understand the description above and understand what I am being asked
to do. I agree to participate, realizing that I may withdraw without penalty at any time.

Respondent

Date
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Faculty Training Needs Assessment
Administrator Survey
Thank you for agreeing to participate in this research project. The purpose of this
questionnaire is to identify the training needed by full-time community college
instructors to help them better serve adult learners. Adult learners in this study are
students over the age of 35. No specific information will be released to anyone. Any
reports related to the study will only display group data and no individual names will be
released.
Part I Section I: Demographics of Person Surveyed
1. What is your job title?____________________
2. How many years have you worked in your current position?_______________
3. How long have you worked in higher education, not including the years as a
student?___________________
4. Your educational background?
High school_____________
Masters___________ (concentration)
BA/BS_________________ (major)
Doctorate__________(concentration)
Other(please specify)________________________________________________

Part I Section H: General Information
The first set of questions is about the full-time instructors working at your college.
1. How many full-time instructors are teaching at your community college?
2 What is the basic educational requirement (i.e., degree level) for the majority of
instructors at your community co lleg e ?_________________
3. What training is offered to the faculty during the Fall 2002 semester in
a. academic curricula_________________________________________ _
b. vocational curricula__________________________________________
The next set of questions is about specific training areas: Interpersonal Skills;
Instruction and Curricula; Community College Leadership Policies; Community and
Social Issues; and Counseling Adult Learners. Please indicate by placing an x in the box
if you think training is essential, good but not essential, or not important for instructors to
work effectively with adult learners.
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Fait 1 Section HI: Training Areas for Staff Development
Category One:
A. Interpersonal Skills
Tk'e instructor can:

Essential

Good
But Not
Essential

Not
Important

1. Use adult’s life/work experiences in
the classroom
2. (Jse effective communication
techniques with adult learners
3. Develop student's communication
with community members
4. Establish a caring environment in the
classroom
5. Handle conflict in the classroom
6. Understand aging processes
7. Develop communication skills
of adult learners
8. Use cooperative learning in the
classroom
What additional comments would you have in regards to this category?

Category Two:
B. Instruction and Curriculum
The instructor can:
1. Conduct alternative forms of
assessment (i.e., performance,
demonstration, portfolio)
2. Adapt instruction to meet individual
needs (i.e., physiological, safety, social,
esteem, and self-actualization)
3. Make instruction relevant to the
lives of adult learners
4. Develop multicultural curricula

1
Essential

Good
But Not
Essential

Not
Important
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5. Integrate academic and vocational
curricula, and social skills
6. Develop problem-solving skills in adult
learners
7. Adapt instruction to accommodate
various learning styles
8. Develop strategic learning: how
students study and learn
9. Understand developrmmtal ne^ds
of adults
10. Use technology in instruction
11. Creating learning communities
12. Develop student's self--esteem/selfimage as learners
What additional comments would you have in regards to this category?

Category Three:
C. Developing Leadership

The instructor can:

Essential

Good
But Not
Essential

1. Monitor attendance
2. Share decision makinjl
3. Develop adult learners as leaders
4. See that adult learners are included in
college strategic plans and mission
statement
5. Offer classes on weekends, evenings
and in accelerated format
6. Provide leadership opportunities in
class
What additional comments would you have in regards to this category?

1
Not
Important
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Category Four:
D. Culture, Community and Social Issues
The instructor can:

Essential

Good
But Not
Essential

Not
Important

!

What additional comments would you have in regards to this category?

Category Five:
E. Counseling Adult Learners

1. Increase learner motivation
2. Teach students effective techniques for
dealing with multiple demands (i.e.,
job, family, school)
3. Adapt schedules to student
needs
4. Counsel students from different
cultures
5. Counsel students effectively

|
t

1. Form college/corporate
partnerships
2. Access support and
services from the private sector or non
college resources
3. Understand sociocultural
differences of students
4. Understand the community the college
serves
5. Understand characteristics
of adult learners
6. Understand college requirements
(i.e., program of study, effective study
habits)

The instructor can:

!

Essential

Good
But Not
Essential

Not
Important
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What additional comments would you have in regards to this category?
Part I, Section IV: Preferred Training Setting and Preferred Educational i-ormat o f

Training Received
Please circle the best answer.
1. Identify the following that apply:
a. Instructors prefer to receive training on-site in the school setting
b. Instructors prefer to receive training off-site in some facility (e.g., university,
conference room, e'.c)
2. Identify the following that apply .
a. Instructors generally prefer to read journal articles, book chapters, etc.
b. Instructors generally prefer to watch video presentations.
c. Instructors generally prefer to attend conferences and seminar training.
d. Instructors generally prefer lectures and discussions with experts in the field.
e. Instructors generally prefer web-based training on the Internet.
3. Identify the following that apply:
a. Instructors are being offered the training fhey think is needed for instructing
adult learners.
b. Instructors are not being offered the training they think is needed for
instructing adult learners.
Please feel free to write comments here as to whether instructors are being offered the
training they think is needed.______________________________________________
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Faculty Training Needs Assessment
Faculty Survey
Thank you for agreeing to participate in this research project. The purpose of this
questionnaire is to identify the training needed by community college full-time
instructors to better serve adult learners. Adult learners in this study are students over the
age of 35. No specific information will be released to anyone. Any reports related to the
study will only display group data and no individual names will be released.
Part II Section I: Demographics of F ?rson Surveyed
1.
2.
3.
4.

What is your job title?____________________
Are you a full-time instructor?___________________
How many years have you worked in your current position?____________
How long have you worked in higher education, not including the years as a
student?___________________
5. Have you instructed adult learners over the age of 35?__________ ______
6. Your educational background?
High school
Masters
(concentration)
(major)
BA/BS
Doctorate
(concentration)
Other( pi ease specify)
The next set of questions is about specific training areas that are under several
categories. The categories are Interpersonal Skills; Instruction and Curricula;
Community College Leadership Policies; Community and Social Issues; and Counseling
Adult Learners. Please indicate by writing a letter x in the box if you think training is
essential, good but not essential, or not important for instructors to work effectively with
adult learners.
Part II Section II: Training Areas for Faculty Development
Category One:
A. Interpersonal Skills
The instructor can:
1. Use adult’s life/work experiences in
the classroom
2 Use effective communication
techniques with adult learners
3 Develop student's communication

Essential

Good
But Not
Essential

Not
Important
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with community members
4. Establish a caring environment in the
classroom
5. Handle conflict in the classroom

—

6. Understand aging processes
7. Develop communication skills
of adult learners
8. Use cooperative learning in the
classroom
What additional comments would you have in regards to this category?

Category Two:
B. Instruction and Curriculum
The instructor can:
1. Conduct alternative forms of
assessment (i.e., performance,
demonstration, portfolio)
2. Adapt instruction to meet individual
needs (i.e., physiological, safety, social,
esteem, and. self-actualization)
3. Make instruction relevant to the
lives of adult learners
4. Develop multicultural curricula
5. Integrate academic and vocational
curricula, and social skills
6. Develop problem-solving skills in adult
learners
7. Adapt instruction to accommodate
various learning styles
8. Develop strategic learning: how
students study and learn
9. Understand developmental needs
of adults

Essential

Good
But Not
Essential

Not
Important
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10. Use technology in instruction
11. Creating learning communities
12. Develop student's self-esteem/selfimage as learners
What additional comments would you have in regards to this category?

Category Three:
C. Developing Leadership
The instructor can:

Essentia!

Good
But Not
Essential

Not
Important

1. Monitor attendance
2. Share decision making
3. Develop adult learners as leaders
4. See that adult learners are included in
college strategic plans and mission
statement
5. Offer classes on weekends, evenings
and in accelerated format
6. Provide leadership opportunities in
class
What additional comments would you have in regards to this category?

Category Four:
D. Culture, Community and Social Issues
The instructor can:

1. Form college/corporate
partnerships

Essential

Good
But Not
Essential

Not
Important
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2. Access support and
services from the private sector or non
college resources
3. Understand sociocultural
differences of students
4. Understand the community the college
serves
5. Understand characteristics
of adult learners
6. Understand college requirements
(i.e., program of study, effective study
habits)
What additional comments would you have in regards to this category?

Category Five:
E. Counseling Adult Learners
The instructor can:

Essential

Good
But Not
Essential

1. Increase learner motivation
2. Teach students effective techniques for
dealing with multiple demands (i.e.,
job, family, school)
3. Adapt schedules to student
needs
4. Counsel students from different
cultures
5. Counsel students effectively
What additional comments would you have in regards to this category?

Not
Important
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Part IL Section IV: Preferred Training Setting and Preferred Educational Format
of Training Received
Please circle the best answer.
1. Identify the following that apply:
a. Instructors prefer to receive training on-site in the school setting
b. Instructors prefer to receive training off-site in some facility (e.g., university,
conference room, etc)
2. Identify the following that apply:
a. Instructors generally prefer to read journal articles, book chapters, etc.
b. Instructors generally prefer to watch video presentations.
c. Instructors generally prefer to attend conferences and seminar training.
d. Instructors generally prefer lectures and discussions with experts in the field.
e. Instructors generally prefer web-based training on the Internet.
3. Identify the following that apply:
a. Instructors are being offered the training they think is needed for instructing
adult learners.
b. Instructors are not being offered the training they think is needed for
instructing adult learners.
Please feel free to write comments here as to whether instructors are being offered the
training they think is needed._____________________________________________
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